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This study explored the perceptions of intermediate phase teachers about their 
inclusive pedagogy in a special school. Inclusive education originated as an alternative 
to special education for learners identified as having difficulties in learning, but has 
since been broadened into inclusive pedagogy that embraces all learners at risk of 
being excluded or marginalised in any way. This “widening” of inclusive education has 
become essential as the “additional needs approach” is being used in most schools 
that focus on learners identified as having a need for additional support. 
A qualitative research approach was chosen for the study as the key concern was to 
understand teachers’ perceptions of their inclusive pedagogical approach. A 
phenomenological research design was utilised to explore the perceptions of six 
intermediate phase teachers in one special school. The data, collected by way of 
individual semi-structured interviews, were analysed by means of thematic analysis to 
facilitate coding, categorisation, and identification of emerging themes. 
The findings revealed that the teachers experienced various challenges in the 
implementation of inclusive pedagogical approaches, such as a lack of parental 
involvement, too many diverse needs to be met by an individual teacher, insufficient 
time to assist all learners, and challenging learner behaviour. Nevertheless, the 
teachers considered sufficient support in the school, collaboration among staff 
members, and learners’ unique strengths and potential to be encouraging motivational 
factors. The findings may have value for special-school teachers, heads of 
departments, principals, curriculum advisers, parents and learners in furthering 
learners’ academic achievement in special schools. 
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CHAPTER 1: 





1.1 INTRODUCTION AND CONTEXT 
 
Education at all levels changed dramatically following the demise of apartheid in 1994, 
and schools in particular were fundamentally affected by the positing of compulsory 
education of equal quality as an end goal for all South African children (Nel, 2018). 
Notably, to emphasise inclusiveness, South Africa’s new constitution (Republic of 
South Africa [RSA], 1996) incorporated an explicit section on the rights of people with 
disabilities. Chapter 2 of the final Constitution contains a Bill of Rights in which section 
29 – concentrating on rights relating to education – stipulates that everyone has the 
right not only to a basic education, including basic adult education, but also to further 
education. Although educational provision for persons with special needs is not 
mentioned explicitly, it must be remembered that this need is addressed earlier in 
section 9 – outlining rights regarding equality – which stipulates that the state may not 
discriminate directly or indirectly against anyone on several specified grounds, 
including disability. Consequently, interpreted in conjunction, sections 9 and 29 of the 
Bill of Rights entrench the educational rights of people with disabilities. 
 
With the broad principles of rights having been defined constitutionally, more specific 
parameters were addressed in the Education White Paper 6 (EWP6; Department of 
Education [DoE], 2001) to frame the government’s new policies for a unified education 
system for learners (Donohue & Borman, 2014). The chief aim of EWP6, as publicised 
in July 2001, was to reconstruct South Africa’s education system by integrating its 
various components to be more appropriate and flexible to the needs and abilities of 
all learners (Nel, 2018). To date, the implementation of EWP6 still appears to be 
challenging for many South African schools because of 
 
 a lack of clarity on what inclusion really means and how it should be implemented 
as a policy; 
 inadequate funding of resources that could help teachers support learners; 
 
 inadequate teacher skills and knowledge on how to adapt the curriculum to meet 
the wide and diverse range of learners’ needs; 
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 deficient teacher and parent attitudes towards inclusion; and 
 
 lack of adequate support from the DoE (Donohue & Borman, 2014). 
 
The education system has consequently undergone multiple transitions as new ideas, 
research, and knowledge came to light, which have prompted teachers to reconstruct 
their existing beliefs, knowledge, and practice as teaching became more complex and 
demanding (Jackson & Rothmann, 2006). Some of the principal demands and 
changes that teachers have had to deal with are increased specialisation and the 
growing scope of syllabi, lack of infrastructure and physical resources to deal with a 
curriculum that is not context-friendly, diversity in schools, learners with different 
learning needs, increase in cost of living, crime, new DoE rules and regulations, 
curriculum changes, performance evaluation systems, and demands of unions (Oliver, 
2018). Of special significance were the inclusive policies implemented to bring about 
change and promote equal education opportunities for all learners, which exacerbated 
already excessive demands on teachers in challenging their existing teaching 
pedagogies to accommodate learners with disabilities (Donohue & Borman, 2014). 
 
Inclusive education is indeed a challenging concept as its basic practice and meaning 
differ from context to context. A useful way of understanding what inclusion means is 
to consider its antithetical meaning of “exclusion” (Mittler, 2012). Thus, whereas 
inclusive education in the positive degree can be viewed as a process of eliminating 
barriers to participation, its obverse would require the identification of the aspects that 
exclude some individuals or groups of learners from participating in the classroom with 
their peers so that such barriers can be removed (Deppeler et al., 2015). By this two- 
pronged approach, it is possible to enhance recognition and understanding of 
differences among groups and individuals, which will facilitate the promotion of access 
to quality education for all learners in contexts where they learn  together 
(Mittler, 2012). This may be viewed as a dialectical approach positing a thesis, 
considering its antithesis and arriving at a synthesis. The last-mentioned can be seen 
in the straightforward definition of inclusive education by Deppeler et al. (2015) as the 
belief that all children within a community have the right to participate and have access 
to education equal to that for all others. 
 
The idea of inclusive education as a global trend was informed by a striving for socio- 
political equity as well as by the desire to seek an alternative to obsolete methods of 
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special education for learners identified as having difficulties in learning (Florian & 
Black-Hawkins, 2011). “Widening” inclusive education conceptually to include the 
learning needs of all students, in particular those identified with “special needs”, has 
become essential the world over. For example, in a country such as Scotland, as well 
as in South Africa, this striving has led to the “additional needs approach” used in 
many schools in which the focus is on identifying all learners who may be in need of 
additional support (Florian & Black-Hawkins, 2011). Inclusive education has therefore 
found further extension into the concept of inclusive pedagogy aimed at providing for 
the needs of any learner who may be excluded or marginalised in any way (Spratt & 
Florian, 2015). 
 
Against this background, it appears that a fundamental shift in traditional education 
theory and practice was required when dealing with learners with diverse abilities and 
needs, at least since the basic insights and guidelines formulated at the Salamanca 
World Conference on Special Needs Education more than a quarter of a century ago 
(Ainscow et al., 2019). Although more specific pedagogic refinements have had to be 
considered in subsequent years, it was initially posited that teaching in the classroom 
might require different approaches and pedagogy to achieve fundamental 
transformation in learning from a conventional “additional approach” – meaning an 
approach that works for most learners along with something “additional” being offered 
to those learners who experience difficulties – towards a truly inclusive approach that 
would involve creating a rich learning environment characterised by learning 
opportunities that are sufficiently made available for everyone (Deppeler et al., 2015; 
Florian & Black-Hawkins, 2011). 
 
Several enriching contributions to pedagogy for inclusive education have seen the light 
in recent times in models such as the Universal Design for Learning (UDL), 
Differentiated Instruction (DI) and the Inclusive Pedagogical Approach in Action (IPAA) 
framework (Loreman, 2017). Whereas UDL and DI appear to be more conventional by 
focusing on reaching the majority of learners while providing additional opportunities 
for others who may require it, IPAA aims at promoting full participation of all learners 
with equal opportunities for rich learning experiences (Loren, 2017). The first- 
mentioned two approaches are discussed in §§ 2.4.1.1 and 2.4.1.2), whereas the more 
important IPAA framework will receive closer attention here (but also see § 2.4.1.3). 
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The IPAA framework was initially created in the setting of a teacher education project 
but can today be viewed as more than merely a research tool, as noted by Klibthong 
and Agbenyega (2018). Since it views every learner as an “active meaning-maker” 
who utilises own personal and social resources in order to make sense of the world, it 
has the advantage – when used correctly – of altering into successful outcomes the 
learning and developmental risks experienced by learners with impairments, 
disabilities, or special needs. This correlates with the basic tenet of inclusive pedagogy 
that every child’s capacity to learn is changeable and by implication therefore 
improvable. The IPAA framework, Klibthong and Agbenyega continue, supports 
inclusive professionals to think, know, feel, and act as inclusive teachers. To become 
an “inclusive professional” – a term referring to teachers or educators trained in 
enacting inclusive education in classrooms – involves continuous development of 
professional autonomy, resourcefulness, practical and ethical responsibility, as well as 
working with and through others (Klibthong & Agbenyega, 2018). 
 
According to Brennan et al. (2019), the IPAA framework recognises that there are 
three key beliefs which teachers must adhere to in order to enact inclusive pedagogy 
through accepting the challenges inherent to meeting the needs of all learners, namely 
that they must believe in: 
 
 transformability, which refers to the conviction that a learner’s ability to learn can 
be transformed by the actions of the teacher; 
 their ability to teach learners with special educational needs (“special-needs 
learners” in this study); and 
 their capacity to work with others (i.e., possess the willingness to do so), since 
teacher collaboration is seen as crucial in the implementation of inclusive education 
as well as inclusive pedagogy (Brennan et al., 2019). 
Considering the challenges that the numerous changes in global approaches to 
education have brought about, teachers as the main implementers of inclusive 
practices may experience greater pressure, anxiety, and stress (Florian & Black- 
Hawkins, 2011). Additional burdens entail having to make a variety of modifications to 
their professional lives such as adapting their teaching strategies, changing their 
current beliefs and attitudes towards inclusion and diversity, and assimilating new 
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knowledge and acquiring new skills. These difficulties may lead to their feeling 
overwhelmed and stressed, which may in turn lead to job dissatisfaction, illness, 
regular absenteeism, rejection of transformation policies and, in worst cases, even 
leaving the teaching profession (Florian & Black-Hawkins, 2011). By implication, 
teachers must embrace change and be prepared to “transition” their previous ways of 
thinking and doing by recasting them from an obsolete framework into a new template, 
specifically concerning their pedagogy in inclusive classrooms. In essence, teachers 
must be prepared to take on the role of becoming agents of change (Rogers, 2014; 




The move to a more inclusive teaching and learning dispensation has placed a 
question mark against South African teachers’ readiness, ability, and disposition to 
adopt and adapt to the changes of inclusion (Oliver, 2018). At this point, a summary 
of the systemic, organisational, and educational practice changes that the South 
African schooling system has undergone since 1994 will help to clarify the new 
landscape that teachers have had to navigate: 
 
 1994 can be considered a foundation year for inclusive education. Globally, 300 
representatives of 92 governments and 25 international organisations “met in 
Salamanca, Spain, with the purpose of furthering the objectives of inclusive 
education. The resulting Salamanca Statement ... was framed by a rights-based 
perspective on education” (Open Learn, n.d.). A significant correlation between this 
international event and the national democratic elections that took place in South 
Africa in the same year was that the subsequent new South African Constitution 
(RSA, 1996) would also be rights-driven. As noted by Schoeman (2012), the 
Salamanca Statement and Framework for Action on Special Needs Education 
(1994) paved the way for transforming the South African schooling system into a 
more inclusive one. This led to proposed schools which would cater for all learners 
equally and serve as places where children could learn in a peaceful, creative 
environment (Letseka, 2016). This resulted, for example, in the abolishment of 
former “Model C” schools that were known as “white-only” schools under apartheid. 
Finally, new types of schools emerged, namely full-service public schools, special 
schools, resource centres, and independent schools (DBE, 2014). 
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 The South African Schools Act (1996) clearly reflected the rights-driven rationale 
of the Constitution (RSA, 1996). It was implemented in all South African schools to 
give parents, teachers, and high-school learners the right to form school-governing 
bodies (SGBs) and to formulate policies around issues such as language, religious 
instruction, school fees, and a code of conduct for learners (DBE, 2014). 
 With policy theory having been attended to, the practice of curriculum design was 
in the following years aimed at expanding access to education to all South African 
citizens by removing oppressive use of specific languages as medium of instruction 
and outdated content, and forwarding single national syllabi such as Curriculum 
2005 (C2005, launched in 1997), the Revised National Curriculum Statement 
(RNCS), outcomes-based education (OBE), Annual National Assessment and, 
currently, the Curriculum Assessment Policy Statement (CAPS) (Letseka, 2016). 
 During 2014, the Minister of Basic Education published the Draft Policy on 
Screening, Identification, Assessment and Support (SIAS) for public comment 
(DBE, 2014). This policy was directed at facilitating the goals of EWP6 in promoting 
quality education to all learners from as early as the Early Childhood Development 
Phase all the way through to Adult Education. In its striving to offer support to all 
special needs, SIAS was to make use of appropriate support services as requested 
by the teachers and learners (DBE, 2014). 
 Because globalisation has increased competition among world economies and 
consequently also education systems, the South African government has 
significantly raised education demands and targets with the intention to establish a 
superior-quality education system that meets international standards (Letseka, 
2016). 
Learners in schools have also changed, as Cherry (2020) has observed. This may be 
attributed to the fact that a period of more than a quarter of a century has elapsed 
since the introduction of the first serious global and national efforts to introduce rights- 
based and equity-driven education as outlined above. Cherry notes that learners in 
the intermediate phase (involving Grades 4 to 6) have now begun to work more 
independently and are developing important and specific skills, despite still being 
reliant on teacher and parental support to reach these developmental goals. This 
phase includes psychosocial, cognitive, and moral development as posited by the 
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theories of Piaget (cognitive emphasis), Kohlberg (moral emphasis), and Erikson 
(psychosocial emphasis) (Cherry, 2020), briefly outlined here. 
According to Piaget’s theory, children move through four cognitive developmental 
stages, namely (1) “Sensorimotor stage”, (2) “Preoperational stage”, (3) “Concrete 
operational stage”, and (4) “Formal operational stage”. The cognitive developmental 
stages relevant in this study are Stage 3: “Concrete operational stage”, and Stage 4: 
“Formal operational stage”, as these stages include children from the ages of 7 to 12+ 
years (Wood et al., 2001). During the former stage, learners think more logically about 
things and they become more aware of the outside world, whereas during the latter 
they start to grasp more abstract concepts and build upon previously acquired 
knowledge (Richardson, 2018). 
 
Kohlberg’s stages of moral development are seen as an extension of Piaget’s 
judgement theory stages and extend over a person’s lifetime (Crain, 1985). According 
to Kohlberg, teens “11–16 years of age” fall within Stage 3 of “Good boy, nice girl 
orientation”, and Stage 4 of “Law and order orientation” (Morelli, 2020). Learners in 
these stages start to create their own moral values while still considering but 
questioning the values of their parents (Crain, 1985). The learners also become 
interested in what is good for society as they become increasingly aware that the 
decisions which they make can affect others around them. Consequently, they 
become more sensitive to being accepted by others during these stages (Morelli, 
2020). 
 
According to Erikson, individuals will undergo eight psychosocial developmental 
stages from birth throughout their life span (infant to 65+ years). The eight 
psychosocial developmental stages are (1) “Trust vs. Mistrust”, (2) “Autonomy vs. 
Shame”, (3) “Initiative vs. Guilt”, (4) “Industry vs Inferiority”, (5) “Identify vs. Confusion”, 
(6) “Intimacy vs. Isolation”, (7) “Generativity vs. Stagnation”, and (8) “Integrity vs. 
Despair”. In this study, Stage 4, “Industry vs. Inferiority”, is of relevance as 
intermediate phase learners fall within the age range of 6 to 12 years pertaining to this 
stage. During Stage 4, learners acquire a sense of pride through their 
accomplishments and abilities, whereas in Stage 5, pertaining to the years of 
adolescence from the ages of 13 to 18, they develop a sense of their personal identity 
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through exploring their independence (Cherry, 2020). The transition between these 
two stages is therefore a sensitive and critical phase as conflict within the 
transitioning of these two stages can lead to a leaner feeling inferior and lack self-
confidence as well as feeling unsure of who they are and what they really want with 
their live (Susman, 2020).  
It is thus important for teachers as well as parents to encourage learners to explore 
their own abilities and help the learners build their self-confidence, as this may lead 
to their developing a strong sense of self, which is essential to feeling in control and 
believing in their own capacities. This is of special significance for a generation 
that grew up during the techno-communication revolution that began in the last 
decades of the previous century. Intermediate phase learners in the current 
study are considered Generation Z (Gen-Z) members who are typically regarded as 
the “digital” generation: they can be described as individualistic as they expect on-
demand resources that are available at all times and present few challenges when 
accessed (Kozinsky, 2017). These learners, furthermore, embrace social learning 
environments in which they can be directly involved and are left to their own 
devices to solve problems and find solutions. Although they prefer learning by 
doing rather than reading, they are passive, 
 
 
than any other generation before them (Kozinsky, 2017). 
Although the transformational developments in the South African education system 
can be deemed fundamentally positive, they have simultaneously imposed a flood of 
new demands on school teachers (Letseka, 2016). With reference to IPAA described 
above, Brennan et al. (2019) have emphasised that teachers are crucial in 
implementing inclusive change and making a difference. Pillay (2017) underscores 
this observation that every teacher is required to adopt and adapt current pedagogy – 
including teaching philosophy, approach, material, and stance – to facilitate a more 
inclusive pedagogy and thus to become an agent of change in inclusion. Teachers of 
the future, in Pillay’s view, will be expected to shape the learning in their immediate 
learning environment actively. 
The influence of environment can be elucidated by the APA dictionary of clinical 
psychology’s definition of environmentalism in the psychosocial sense as “the concept 
of Gen-Z learners’ everyday lives and they are able to adapt to new technologies faster 
kinaesthetic, hands-on learners (Wotapka, 2017). Technology has always been a part 
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that the environment and learning are the chief determinants of behavior. They are, 
therefore, the major cause of interpersonal variations in ability and adjustment; 
accordingly, behavior is largely modifiable” (VandenBos, 2013, p. 209). However, 
although all people live in what may objectively be considered the same world, they 
experience things differently and perceive the world as they believe it to be at one 
particular moment when they are expected to act (Garderen et al., 2018). A 
learning environment should therefore be interpreted in such a context. Teacher 
perceptions and how they influence their views of self, others, and the profession 
have been the focus of extensive research that has investigated aspects and 
themes such as the following: 
 
 “Teacher perceptions and individual differences” (Hardre & Sullivan, 2008); 
 
 “Teacher perceptions on how to influence student academic performance” (Whittle 
et al., 2018); 
 “Teacher perception in the classroom” (Luan et al., 2010); 
 
 “Teacher perceptions on school” (Hailu & Jabessa, 2010); 
 
 “Teacher perception on students’ learning and their teaching” (Khan, 2015); 
 
 “Beginning teachers’ perceptions of their pedagogical knowledge and skills in 
teaching: A three-year study” (Garderen et al., 2018); 
 “Exploring teachers’ perceptions of their pedagogical role with computers” (Luan 
et al., 2010); 
 “Changing perceptions, practice and pedagogy: Challenges for and ways into 
teacher change” (Gatt, 2010); 
 “Special education teachers’ perceptions of learners’ [sic] with special needs 
ability, instructional needs, and difficulties using visual representations to solve 
mathematics problems” (Garderen et al., 2018); and 
 “Teachers’ perceptions of the problems of special need students” (Eszter, 2010). 
 
These investigations, assuming various formats in several areas, have steadily 
foregrounded the importance of teacher perceptions for teaching and inclusive 
education, but have also indicated a paucity of research into teacher perception in 
special needs education. Moreover, there is a significant lack of research regarding 
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intermediate phase teacher perceptions in particular, and even more so in the context 
of special education. 
Perception is essential to making sense of the world, since it is “the process or result 
of becoming aware of objects, relationships, and events by means of the senses, 
which includes such activities as recognizing, observing, and discriminating. These 
activities enable organisms to organize and interpret the stimuli received into 
meaningful knowledge” (VandenBos, 2013, p. 423). Thus, perception may be 
regarded as a means for providing a stable framework for interpreting the environment, 
but as a strength such stability may, however, simultaneously pose a drawback if it 
becomes inflexibility. For teachers, it could imply a resistance to change and, as Pillay 
(2017) has noted, may thus cause difficulty in their adoption and implementation of 
inclusive pedagogy as their established perceptions have already shaped their views, 
attitudes, and beliefs about themselves and their environment. Teachers, like all other 
people, build their own personal constructs throughout their life that affect their 
teaching style, behaviour in the classroom, and improvement of their professional 
preparation (Pajares, 1992). Teachers will perceive events and experiences in the 
schooling system according to their own personal constructs either positively or 
negatively (Reynolds & Janzen, 1987). 
 
In view of the preceding, the problem that this minor dissertation strove to address 
was: “How do intermediate phase teachers perceive their inclusive pedagogy as part 
of taking up the challenge to implement inclusive education?” 
 
1.3 PROBLEM STATEMENT 
 
Education in South Africa has always been seen a challenging field encompassing 
numerous complex issues (Lizer, 2013). Especially after the election of a democratic 
government in 1994, the National Department of Education in South Africa introduced 
numerous changes and policies to bring about equality and better education for all 
South African citizens (Nel & Grosser, 2016). Whether new educational visions could 
indeed be realised was a moot point, since views have been expressed that some of 
the proposed changes appeared to have been introduced without due consideration 
of how they could be delivered or implemented (Lizer, 2013). In the international 
community, “Education 2030” acknowledged teachers as key and fundamental to 
“guaranteeing quality education”, and for that reason “teachers and educators should 
be empowered, adequately recruited and remunerated, motivated, professionally 
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qualified, and supported within well-resourced, efficient and effectively governed 
systems” (UNESCO et al., 2015, p. 21). With reference to South Africa, it has also 
been suggested that although it holds true that teachers are crucial partners, most 
new initiatives have assumed that they were ready and prepared for changes 
(Letseka, 2016) required by rights-driven education policies. Teachers are often seen 
as human capital or human resource input needed for inclusive education, as Ginsburg 
(2017) has observed, or as employees of education departments and members of 
professional associations. On the other hand, teachers can also be seen as learners 
and inquirers, and as “classroom-level actors” (Ginsburg, 2017, p. 10). This 
observation may be interpreted as assessing teachers’ roles in education from a 
predominantly organisational, abstract angle or a predominantly psychosocial, 
concrete angle. Thus, in Ginsburg’s opinion, teachers are regarded as “implementers 
of policy” rather than “partners and stakeholders” (p. 21) in developing learner 
potential. Although this study has had to draw largely on sources about the roles of 
teachers in North American context, it has made use of such investigations to argue 
that in South African context it is required that emphasis should be shifted from an 
organisational to a psychosocial approach as more appropriate to fostering the cause 
of inclusiveness at a specific developmental stage of a new education dispensation. 
Ginsberg explicitly refers to the importance of regarding teachers as “human beings” 
rather than “human capital” (Ginsburg, 2017, p. 22) since they are critical change 
agents in transformational classroom practices and pedagogy. Regarding 
inclusiveness in a South African context, Letseka (2016) echoes this sentiment when 
stating that simply formulating policy and requiring teachers to implement it fail to 
acknowledge teachers and cause some of them to experience a loss of professional 
identity and even to feel that they do not belong in the profession anymore due to the 
wave of changes enveloping them (Letseka, 2016). 
 
In the striving for quality inclusive education in South Africa, the perceptions of 
teachers about being “empowered, adequately recruited and remunerated, motivated, 
professionally qualified, and supported within well-resourced, efficient and effectively 
governed systems” (UNESCO et al., 2015, p. 21) – as quoted above in global context 
– need to be examined more closely. The present study was aimed at undertaking 
such an examination in an appropriate inclusive education environment, namely that 
of a government special school situated in a suburb of Johannesburg. A special school 
can be defined as a school catering almost exclusively to learners with disabilities 
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(Dada, 2016). It can also be seen as an educational unit in which specialised teachers 
ensure psychopedagogical education and intervention for learners with different types 
and degrees of deficiencies (Margaritoiu, 2017). In general, it is expected of teachers 
in special schools to be flexible, adaptable, creative, patient, and compassionate. They 
should be able to think on their feet, have knowledge of various learning disabilities 
(developmental, cognitive, and mental), be able to give individualised instruction to 
each learner, work in conjunction with other professionals, tailor their teaching styles 
and pedagogy to meeting the capabilities of all learners, teach learners life skills, and 
have the ability to communicate effectively (Lake, 2010). The researcher was 
employed at the school that served as the site for the investigation, namely one which 
mostly catered for learners with mild intellectual disabilities (MID). Their educational 
barriers included dyslexia, dyspraxia, dyscalculia, dysgraphia and attention deficit 
hyperactivity disorder. The theme for the investigation was suggested by the 
researcher’s initial personal observations of teachers at the school, which indicated 
that they were less flexible and less creative, and seemed to still be fixated on what 
Lake (2010) terms a teacher-centered rather than a learner-centered approach. 
 
The current investigation focused furthermore on teachers in intermediate phase 
classes (Grades 4 to 6 as mentioned earlier), in which learners are expected to adapt 
to multiple changes as they transition from the foundation phase to the intermediate 
phase. This transition involves the deepening of learners’ skills as the intermediate 
phase will prepare them for their high-school years to come, for example by having to 
 
 
management skills in addition to thinking critically when solving problems (Morin, 
2019). Consequently, they will learn how to think more deeply and how to connect new 
concepts and knowledge with previously learned knowledge to help them become self- 
starting, lifelong learners (Ackerman & Kloss, 2019). Other changes that learners will 
face in the transition from the foundation to the intermediate phase is changing 
classes, being taught by different teachers in different subjects, starting to write 
examinations, and dealing with an increase in homework and academic workload, just 
to name a few (Mkhwanazi, 2014). It is expected of intermediate phase teachers to 
focus on learners’ ability to use their skills and knowledge in communicating, listening, 
writing, reading, viewing, and representing to understand and critically analyse a wide 
be more independent as they have to start using their organisational and time- 
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range of information and ideas from and about their diverse backgrounds and 
environments (Ackerman & Kloss, 2019). 
 
All these changes can be stressful for learners and their parents (Mkhwanazi, 2014). 
It is thus important for intermediate phase teachers to adapt their pedagogical 
approach to being more inclusive as this will allow all learners in the classroom the 
opportunity to engage and participate fully in order to reach their full potential. If all 
teachers could use an inclusive pedagogical approach, it might serve as a “buffer” 
during the transition from foundation to intermediate phase because all learners would 
still be treated as unique individuals whose unique learning needs would be met, 
despite being in different classes and being taught by different teachers. 
 
1.4 PRIMARY RESEARCH QUESTION 
 
In view of the researcher’s growing awareness of the importance of teachers’ personal 
role in navigating continuing changes in the education system – especially in the 
context of inclusive education – she realised the need for exploring the perceptions of 
intermediate phase teachers about their inclusive pedagogy. The pertinent objective 
was to obtain greater insight into how Intermediate teachers in a specific special 
school situated in the Johannesburg region perceived their inclusive pedagogy in 
navigating the implementation of inclusion. 
 
The following primary research question was thus formulated: 
 
How do intermediate phase teachers perceive their inclusive pedagogy in a 
special school? 
 
1.5 AIM AND OBJECTIVES OF THE STUDY 
 
Considering the primary research question of the study – namely “How do intermediate 
phase teachers in a special school perceive their inclusive pedagogy?” – the following 
aim and objectives were set. The aim of the study was: 
 
 To explore and describe intermediate phase teachers’ perceptions of their inclusive 
pedagogy in a special school. 
For the realisation of this aim, the following objectives were formulated: 
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 To elicit  intermediate  phase  teachers’  perceptions  of  their  role  as  inclusive 
practitioners in a special school. 
 To elicit intermediate phase teachers’ views of the inclusive pedagogy that they 
use as inclusive practitioners in a special school. 
 
 
1.6 THEORETICAL FRAMEWORK 
 
Social justice, although having different interpretations and meanings in different 
contexts, is defined in relation to this study as an arrangement towards accepting 
differences and removing all structures of oppression and providing desirable social 
conduct in communities and society (Hytten & Bettez, 2011). The term implies a 
relationship between two components: society and justness. Social inequality is 
prevalent worldwide, and inequalities are considered to occur even before birth and 
may later be exacerbated by numerous interconnected imbalances in health, housing, 
education, employment, and life expectations (Mittler, 2012). Justice, on the other 
hand, involves social ordering that allows everyone to participate as equals. According 
to Keddie (2012), justice in a societal context involves three key elements: cultural, 
political and socioeconomic. Cultural injustice arises when cultural values are ranked 
and status inequality is created among certain social groups. Political injustice arises 
when either individuals or groups are not given an equal “voice” in making their own 
decisions. Socioeconomic injustice arises when the systems within society create 
unevenness or when ranking of particular social groups is done unequally. 
Overcoming such forms of injustice, Keddie concludes, requires deconstructing all 
barriers that exclude people from fully taking part within society. 
 
Worldwide, academic literature indicates a universal striving towards increasing 
educational fulfilment and improving outcomes for all learners – a desire that is driven 
by a social justice agenda (Pantić & Florian, 2015). In education, social justice is 
viewed as having a vision of creating schools that are culturally flexible to avoid 
exclusion of any learner. This endeavour is characterised as being both a process and 
a goal, and its final objective is to enable every individual to take part in a society that 
is shaped in such a way that will accommodate individuals’ unique needs (Hytten & 
Bettez, 2011). Social justice advocates that learners should actively take part in their 
own  education  and  that  support should  be  provided  to  teachers  in  creating  an 
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empowering, autonomous, and analytical classroom (Hytten & Bettez, 2011). 
Education is thus viewed as a vehicle to social reconstruction and societal renewal 
(Mittler, 2012), and the role of schools in this study will be investigated in accordance 
with this striving. 
 
Teachers’ beliefs and commitment to social justice are considered paramount in 
creating schools that provide equal opportunities for all learners (Zeichner, 2009). This 
means that teachers should also be willing to accept the role of being agents of social 
justice and contribute to realising its ideals by working in ways that help to minimise 
the external causes of education inequality (Pantić & Florian, 2015). One of the main 
aspects in preparing educators to work for social justice is to develop teachers who 
are socio-culturally conscious and able to recognise that there is a variety of ways of 
perceiving reality, as Zeichner (2009) remarks. They should have an understanding of 
learners with diverse backgrounds and view them as having potential rather than 
seeing their differences as problems to overcome. Moreover, they should see 
themselves as capable of bringing about educational change, understand how 
knowledge is constructed by learners, and use the knowledge they have about their 
learners in order to design lessons that will build on what learners already know while 
broadening their knowledge to encompass the unfamiliar (Zeichner, 2009). 
 
Teachers as agents of social justice and inclusion should also develop their capacity 
to work with other agents (other professionals, parents, and the community) in order 
to remove all cultural and structural barriers for learners so that they can participate 
fully in the learning environment (Pantić & Florian, 2015). 
 
 
1.7 OVERVIEW OF RESEARCH METHODOLOGY 
 
A brief description of the research design and methodology is provided here (see 
Figure 1.1), whereas a detailed discussion is presented in Chapter 3. 
 
An interpretative paradigm, which facilitates focusing on research participants’ 
understanding of the world (Creswell et al., 2017), was used since it allowed the 







Figure 1.1:  Flow diagram of the research design and methodology 
 
 
Interpretative research entails a preponderantly qualitative approach (as opposed to 
a quantitative one), which allowed the researcher to gather data about the participants’ 
perceptions of  their inclusive pedagogy in a special school. This paradigm and 
approach further enabled the researcher and participants to work collaboratively in 
constructing meaning, as outlined by Cohen and Crabtree (2006), about each 
participant’s experience and understanding of the world. A phenomenological design 
was used in this study as it is based on naturalistic methods for collecting data such 
as interviews to gain an in-depth understanding of the phenomenon being studied 
(Cohen & Crabtree, 2006). 
 
An interactive approach to collecting the data from participants, as well as semi- 
structured, face-to-face interviews, enabled the researcher to engage actively with the 
participants and to make use of opportunities to probe their answers in order to gain a 
better understanding of the meaning they wished to convey (Smith & Osborn, 2007) 
or to avoid possible misconceptions. 
17  
The sample for this study consisted of intermediate phase teachers at the selected 
special school in Johannesburg. The researcher employed both convenience and 
purposive sampling (McMillan & Schumacher, 2006). Convenience sampling was 
used as the researcher had easy access to the school, which saved time and travelling 
costs for all concerned. In selecting the participants, the researcher used purposive 
sampling. Purposive sampling was used as the participants have been selected 
according to a specified criterion that is relevant to the research question.  The 
population group will only consist of a small group of only 6 intermediate phase 
teachers that are working at the selected school. 
With analysing the data gathered, the researcher used an inductive thematic analysis 
approach to arrive at an understanding and description of the way in which 
intermediate phase teachers in a special school perceived their inclusive pedagogy. 
 
To comply with the main criterion for judging qualitative research, namely 
trustworthiness, the researcher made use of semi-structured individual interviews with 
open-ended questions that allowed elaboration and probing for achieving greater 
clarity when necessary (Creswell et al., 2017). All the research participants were given 
the opportunity to confirm that the raw data were correct and accurate by means of 
approving the researcher’s notes that were taken during the interviews as accurate 
(Creswell et al., 2017). 
 
In the field of qualitative research, four measures are applied to ensure the 
trustworthiness of the study, namely credibility, transferability, dependability, and 
confirmability (Myburgh & Strauss, 2015). Hansen (2006) has pointed out that these 
principles were formulated by Lincoln and Guba in 1985 to serve “as alternative criteria 
for rigour in qualitative research. These have since been used by other researchers 
and presented in qualitative textbooks” (Hansen, 2006, p. 48) to the extent that they 
have become the benchmarks in qualitative methodology (cf. § 3.6). 
 
In this study, credibility was ensured by obtaining permission from the University of 
Johannesburg to conduct research among intermediate phase teachers and by 
obtaining written permission from the principal of the selected school. To ensure no 




To strive for transferability, the researcher provided an explanation of the demographic 
particulars of all the selected participants and used quotations from the semi- 
structured interviews conducted with them. This research study was designed in a way 
that would allow other researchers to conduct a similar investigation in a different 
location or context in order to obtain comparable results. 
 
The dependability of this study was ensured through describing the complete design, 
data collection, and sample and data analyses processes elucidated in Chapter 3. 
 
Confirmability was pursued by recording all the information gathered from the 
participants through the semi-structured interviews accurately and correctly. 
Confirmability was also ensured by in-text citations and references to the sources 
consulted. 
 
In complying with the ethical requirements for research of this nature, the researcher 
obtained permission from the authorities in the DoE along with the principal of the 
school concerned before embarking on the investigation. The University of 
Johannesburg’s Ethics Application Form was completed and submitted for ethical 
approval by the University before the research was embarked upon. The researcher 
also ensured that all participants in the study were aware of their participation as being 
voluntary and that they were at liberty to withdraw from the study at any moment with 
no consequences. 
 




Change in its simplest form is defined as “an act or process through which something 
becomes different” (“Change” [a], n.d.) and can therefore be either positive or negative 
in its effect. As a positive concept, it implies moving towards a goal, an idealised state 
or a particular vision away from the present movement, beliefs and/or conditions 
(Zaballero, 2012). Change can also be interpreted as any action that results in 
transforming a given aspect (O’Connor, 2017), or as a process that generates a 
function or practice to become different compared to what it is currently or what it was 
formerly (“Change” [b], n.d.). For the educational context of this study, Early (2013) 
remarks that “schools and colleges are continually changing and introducing 
innovations”, and cites Morrisson’s definition of change as highly appropriate: 
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A  dynamic  and  continuous  process  of  development  and  growth  that  involves  a 
reorganisation in response to “felt needs”. It is a process of transformation, a flow from 
one state to another, either initiated by internal factors or external forces, involving 
individuals, groups or institutions, leading to a realignment of existing values, practices 
and outcomes (Early, 2013, pp. 1–2). 
 
This definition is also particularly apt for the present study, since it has special 
relevance to the South African situation regarding transformation of the education 
landscape in response to felt needs as driven by sociopolitical (rights) and 
psychosocial (self-realisation) demands, with the involvement not only of 
organisations and policy but also of individuals and their role in enacting initiatives. 
Moreover, of particular significance for the concept of inclusiveness is the striving for 
a realignment of old theoretical values and the enactment of new ones in terms of 




Agency is an action or intervention producing a particular effect (Oliver, 2018). It can 
also be defined as “the state of being active, usually in the service of a goal, or of 
having the power and capability to produce an effect or exert influence” (VandenBos, 
2013, p. 18). In this study, agency can be conceptualised as the capacity of individuals 
to perform independently and to make their own free choices (Pillay, 2017). 
 
1.8.3 Change agent 
 
This term refers to a person inside or outside an organisation who provides techniques 
or assistance in the management of change (Oliver, 2018), for example someone who 
promotes and enables change to happen within a school, and education system (Van 
der Heijden et al., 2016). It is significant that the APA definition is not restricted only to 
persons as human agencies who instigate or implement “change within an 
organization or group, such as a mental health professional who takes an active role 
in social policy planning, social action, and social engineering directed to improving 
community mental health”, but also includes “a specific causative factor or element or 
an entire process that results in change, particularly in the sense of improvement”, for 
example even “a component or process ... that results in improvement” (VandenBos, 
2013, p. 99). In this study, the role of teachers as change agents are considered, as 
well as the processes that have been introduced in South African education to facilitate 
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transformation, especially with regard to the core issue of inclusiveness. 
1.8.4 Inclusive pedagogy 
 
If “full inclusion” can basically be defined as “the practice of providing children with 
disabilities with services in their home school and of educating them in a regular 
classroom on a permanent, full-time basis” (VandenBos, 2013, p. 245), inclusive 
pedagogy refers to the entirety of teaching methods, approaches, forms, and 
principles that enhance each learner’s participation (Makoelle, 2014). It is a learner- 
centered approach to teaching that pays attention to the varied backgrounds, learning 
styles, and abilities of all the learners. Furthermore, it constitutes a method of teaching 
in which the teacher and learners work together to create a supportive and open 
environment that fosters social justice and allows each individual learner to be fully 
present and feel equally valued (Florian & Black-Hawkins, 2011). 
 
1.8.5 Special education and special needs 
 
As defined by the APA dictionary, special education refers to “specially designed 
programmes services, and instruction provided to children with learning, behavioral, 
or physical disabilities (e.g., visual impairment, hearing loss, or neurological 
disorders) to assist them in becoming independent, productive, and valued 
members of their communities”, whereas special needs denote “the requirements 
of individuals with physical, mental, or emotional disabilities or financial, community-
related, or resource disadvantages. Special needs may include special education, 
training, or therapy (VandenBos, 2013, p. 552). In this study, the term “special 
needs” should be understood as a shorter form with particular reference to 
education in phrases such as “special-needs learners” or “special-needs teachers”. 
 
1.8.6 Special school 
 
A special school is seen as a school that is equipped to provide a specialised 
education programme to learners requiring access to high-intensive educational and 
other support either full-time or part-time (DBE, 2014). More pertinently, as McQuerrey 
(2018)  explains,  a  special  school is  a  school  catering   for   learners   who 
have special educational needs due to learning difficulties, physical disabilities, or 
behavioural problems. Special schools may be specifically designed, staffed, and 




In its widest sense, perception is “the process or result of becoming aware of objects, 
relationships, and events by means of the senses, which includes such activities as 
recognizing, observing, and discriminating. These activities enable organisms to 
organize and interpret the stimuli received into meaningful knowledge” (VandenBos, 
2013, p. 423). In a more particular context, perceptions can be beliefs or assumptions 
that people construct about themselves, about others in the world and about how they 
expect things to be. Perceptions influence how persons think and perceive different 
things, and how they view things as being true (Pearson, 2017). The investigation of 
the perceptions of teachers is a core element of this investigation because of the 
crucial effect that personal conceptions and notions can exert on professional thinking 
and performance, especially in an environment in which change and transformation 
are paramount. 
 
1.9   SUMMARY AND DEMARCATION OF CHAPTERS 
 
The introduction and context of the current chapter outlined inclusiveness as a 
relatively new concept in rights-driven education, internationally and nationally. The 
essential role of teachers in the reconstruction of beliefs, knowledge, and practice in 
global trends in education theory and practice was emphasised. The main points of 
inclusive education were touched upon in respect of its most important models, with 
IPAA being selected as the one most appropriate for consideration in this study. 
 
As an investigative rationale, consideration was given to the historical development of 
changes in global education systems since 1994 with special reference to their effects 
on South African education in a democratic sociopolitical dispensation. The influence 
of such changes on learners as members of Generation Z, particularly those in the 
intermediate phase as viewed in accordance with the main developmental models, 
also gave rise to new demands on teachers by requiring them to adapt to 
transformations in teaching philosophy and pedagogy. This provided the background 
for the formulation of a primary research question, a theoretical framework, and aims 
of the study, which in turn informed the selection of the research methodology. An 
overview of the last-mentioned was provided with special reference to the principles 
of trustworthiness as an underpinning for rigour in qualitative research. A concept 
clarification was also provided. 
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The remaining chapters will entail the following: 
 
Chapter 2: This presents an overview of selected literature and research relevant to 
the study, in particular concerning appropriate theory and literature on teachers’ 
perceptions and their role as agents of change in implementing inclusive pedagogy in 
a special education school. 
 
Chapter 3: The discussion of the methods adopted in this study and justification for 
their selection involves the following themes: research approach, research 
methodology, research methods, sampling, data analysis, trustworthiness, and ethics. 
 
Chapter 4: Here, the data are presented according to the two research objectives and 
research findings. 
 
Chapter 5: As a conclusion, this chapter contains an overview of the main findings of 
the research in which insights from existing literature as considered in Chapter 2 are 
correlated with new findings. After a presentation of significant findings, proposals for 










International current research into teacher perceptions has focused mainly on 
mainstream teaching and learning with little attention being paid to the role of inclusive 
professionals. Exceptions have been studies in inclusive pedagogy as predominantly 
conducted in the UK by authors such as Florian and Black-Hawkins (2011), Mintz and 
Wyse (2015), and Ainscow et al. (2019). There have been limited studies done on 
inclusivity in the intermediate phase classrooms and inclusive pedagogy in special 
needs education, but teacher perceptions of their inclusive pedagogy in special 
schools is a subject barely touched upon. In this chapter, therefore, special 
consideration will be given to inclusive education with a focus on teaching in 
special schools, to inclusive pedagogy in both general and special schools, as well as 
to the role of teachers as enactors of inclusive pedagogy. 
 
2.2 INCLUSIVE EDUCATION AND SPECIAL EDUCATION 
 
Inclusive education is based on the assumption of providing appropriate support not 
only to learners with disabilities or specific learning barriers, but also to any and all 
learners who may need more individualised and focused assistance in their learning 
(Khumalo & Hodgson, 2017). The aim of an inclusive education approach is to avoid 
the separation of learners with disabilities from their peers by placing them in “special” 
schools, and to include all learners – irrespective of their individual challenges – in the 
same education environment by accommodating them in a general or mainstream 
school (Wang, 2009). The concept of inclusive education therefore requires the 
introduction of a wide variety of provisions such as adapting the curriculum and 
teaching, modifying assessment techniques, and arranging classes for more 
accessibility (Wang, 2009). As a strategy, Efthymiou et al. (2017) have observed, 
inclusive education is based on three key factors: 
 
 First, if inclusive education is applied appropriately, special-needs learners will 
benefit academically and socially, which will improve their self-esteem. Other 
learners will also benefit academically and gain from an enhanced appreciation of 
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diversity  in  society, increased  acceptance  of social  justice and equality, and 
broadening of an overall caring outlook. 
 Second, in education today special-needs learners have a right to be educated 
alongside their peers who do not require special assistance. 
 Third, inclusive education is economically more feasible since it is less costly than 
accommodating learners in special schools, particularly in rural areas. 
Access to equal and quality education, and attendance of schools of choice as far as 
practicably possible, are a basic human right of all learners and thus necessitate that 
provision be made for learners experiencing barriers to learning to attend such schools 
(DoE, 2001). The right to equal and equitable education for all is entrenched in the 
Constitution of South Africa in accordance with section 29 of the Bill of Rights, which 
stipulates that “everyone has the right to basic education” (RSA, 1996). The 
Department of Basic Education in South Africa describes inclusive education as a 
process of giving access to “inclusive, quality primary and secondary education on an 
equal basis with others in the communities in which they [learners] live and that 
reasonable accommodation of the individual's requirements is provided’ (DBE, 2018, 
p. 7). 
 
Whereas 1994 was the foundation year for inclusive education (see § 1.2), special 
education was formalised in the United States as early as 1975 with the advent of the 
Individuals with Disabilities Education Act (https://sites.ed.gov/idea). This was the first 
time that children with special needs and disabilities were moved from segregated 
classrooms and included in general ones. In Europe, countries such as the United 
Kingdom and Germany followed suit by integrating learners with special needs into 
the same classrooms as learners with typical development (Pickl et al., 2016). Thus, 
learners with or without special educational needs and disabilities were to an 
increasing extent being taught in the same classroom environment. 
 
The aspect of special education began to emerge, however, when in some cases 
learners were grouped according to their ability and then taught according to different 
curricula – leading to exclusion, discrimination, and segregation (Pickl et al., 2016). 
The implication of this approach was that many teachers viewed “integration” as 
synonymous  with  “inclusion”  and  consequently  did  not  necessarily  change  their 
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teaching or pedagogic paradigm (Sander, 2004, as cited in Pickl et al., 2016). 
Dilatoriness in paradigmatic change may be ascribed to a lack of comprehension and 
becomes understandable when considering the respective features of inclusive 
education and special education as set out in Table 2.1 (Hornby, 2014; Kaur Sidhu, 
2017). 
 
Table 2. 1: Comparison of characteristics of inclusive education and special education 
 
 
Inclusive education Special education 
General characteristics 
Inclusive education refers to 
accommodating special-needs learners 
who are educated alongside their typical 
peers in a general or mainstream school. In 
this mainstream school, everyone must be 
committed to removing all barriers that may 
hinder the full participation of all learners, 
who are valued as unique individuals. 
Special education entails separate 
education for learners with disabilities 
outside of general or mainstream schools. 
Specially designed instruction, support, and 
services are provided to learners to help 
them meet their unique learning needs. 
Specific characteristics 
 All learners are welcomed. 
 Equal opportunities for participation. 
 Subject-centred curriculum. 
 Most cost-effective. 
 Teacher effectiveness in including all in 
the learning process. 
 Special infrastructure, trained staff, and 
a special curriculum are used for 
special-needs learners. 
 Only learners with special needs 
accepted. 
 Limited opportunities for participation. 
 Special curriculum. 
 High cost. 
 Teacher effectiveness limited to the 
group. 
 Planning takes place according to 
learner ability. 
 Can be included into mainstream 
education with some special facilities. 
 Trained professionals, infrastructure and 
a special curriculum are required. 
(Adapted from Hornby, 2014; Kaur Sidhu, 2017) 
 
As seen in the table above special and inclusive education can be placed on a 
continuum. On one end of the continuum, you have special education and on the other 
end inclusive education. Special education is defined as the approach whereby a 
teacher provides individualised instruction and support to learners with learning 
difficulties and disabilities. Inclusive education on the other hand is when a teacher 




Despite the strong theoretical global commitment to furthering inclusivity, Hornby 
(2014) states that it is universally acknowledged that “full inclusion” with its vision of 
all learners being educated in mainstream classrooms is not attainable in practice. 
This is borne out by the views of several scholars that the complexities of including 
learners with special educational needs in general classrooms appear to make 
inclusive and special education discordant (Florian, 2019; Hornby, 2020). Pickl et al. 
(2016) opine that the move towards full inclusion would place restrictions on the 
number of learners who could effectively be included and supported in mainstream 
schools. The main critique levelled at inclusive education is the possible 
misconception that when any learner is placed in a general classroom, it can be 
assumed that the learner has been included socially and educationally – an assump- 
tion that cannot be made forthwith. Concerning special education, however, it can be 
surmised with more certainty that the learner’s needs will be met since its approach is 
pertinently directed at catering for learners “at the margins of the normative curve” 
(Fitzgerald & Radford, 2020, p. 2). Nevertheless, according to the most recent 
research, the inclusive and special education approaches should both show greater 
integration in inclusive classrooms to support all learners (Hornby, 2015). 
 
To answer this need, Hornby (2015) has proposed “a model of inclusive special 
education” in which the features, principles, and practices of both special and inclusive 
education are considered in teaching all learners with special education needs 
(Hornby, 2014; Pickl et al., 2016). The goal of inclusive special education will be to 
ensure that all these learners are effectively educated in a special or mainstream 
school from pre-primary school until high school (Kaur Sidhu, 2017). Particular to this 
model is a focus on quality teaching and learning for all learners – therefore, the 
pedagogy. The model posits the inclusion of all learners in mainstream classrooms as 
its main aim, but also advocates sufficient flexibility to allow learners with complex 
needs and abilities to be included in special schools. It thus envisages a coordinated 
response at a school-wide level, involving support from specialist teachers and other 
educational professionals in addition to general classroom teachers (Fitzgerald & 
Radford, 2020). A strong push for collaboration between mainstream and special 
schools and for special schools as resource centres is also proposed by the model. 
The value of the SIAS policy and procedures (see §§ 2.3.1 and 2.3.2.1), and the 
responsibilities of school-based and district-based support teams in the South African 
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context in establishing this collaboration are clearly explained in the Draft Policy on 
Screening, Identification, Assessment and Support (DBE, 2014). 
 
2.3 INCLUSION AND SPECIAL SCHOOLS 
 
Access to equal and quality education, and attendance of schools of choice as far as 
practicably possible, is a basic human right of all learners and thus implies that 
provision must be made for learners experiencing barriers to learning to attend such 
schools (DoE, 2001). Such rights to equal and equitable education for all are 
entrenched in the Constitution of South Africa (RSA, 1996) as stated in the Bill of 
Rights, Chapter 2, section 29, that “everyone has the right to basic education” (South 
Africa, 1996). The Department of Basic Education (DBE) describes inclusive education 
as a process of giving learners access to “inclusive, quality primary and secondary 
education on an equal basis with others in the communities in which they live and that 
reasonable accommodation of the individual’s requirements is provided” (DBE, 2018, 
p. 7). 
 
2.3.1 Inclusive education: a policy perspective 
 
Inclusive education is based on the assumption of providing appropriate support not 
only to learners with disabilities or specific learning barriers, but also to any other 
learners who may need more individualised and focused assistance (Khumalo & 
Hodgson, 2014). The chief aim of an inclusive education approach is to move away 
from separating learners with disabilities by placing them in “special” schools towards 
including all learners with their challenges by accommodating them in mainstream 
schools (Wang, 2009). As Wang notes, an initiative of this nature entails putting in 
place a wide variety of provisions such as an adapted curriculum and teaching, 
modifying assessment techniques, and arranging classes for more accessibility 
(Wang, 2009). Being a strategy with multiple parts, the idea of inclusive education can 
nevertheless be summed up according to three key factors as explained by Efthymiou 
et al. (2017): 
 
 First, if done appropriately, special-needs learners will benefit academically and 
socially, which will thus lead to improved self-esteem. Added advantages are that 
other learners will also benefit academically, develop a sense of appreciation for 
diversity in the community and society, grow an increased acceptance for social 
justice and equality, and acquire an overall caring outlook. 
28  
 Second, in education today, special-needs learners have a right to be educated 
alongside their peers who do not present any special needs. 
 Third, inclusive education is seen as more economically feasible, particularly in 
rural areas, when considering the high costs involved in accommodating learners 
in special schools. 
Since the implementation of the Inclusive Education Policy in South Africa in 2001, the 
DoE and DBE (formed in 2009) have introduced numerous strategies intent upon 
creating the opportunity for all learners to attend a school of their choice and be 
supported by their teachers to gain access to the curriculum (Schoeman, 2012). 
 
As noted in § 1.2, South Africa introduced the idea of inclusive education for the first 
time after the world conference in Spain that led to the Salamanca Statement and 
Framework for Action on Special Needs Education (1994). After the conference, 
schools started to select special-needs learners to be included in general mainstream 
classrooms, an initiative that was strongly dependent on the needs of both the class 
and the specific learner (Engelbrecht et al., 1999). 
 
EWP6 (DoE, 2001), together with the Salamanca Statement (1994), defines inclusive 
education as the acknowledgement of the fact that all learners are able to learn but 
will need support at some stage to learn effectively. It is therefore important to remain 
sensitive especially to the needs of those who have impairments or disabilities and to 
provide them with the appropriate support. The South African Integrated National 
Disability Strategy of 1997 discourages the exclusion of people with disabilities from 
the mainstream community, emphasising instead the need for including them in the 
workplace, as well as other social and natural environments (DoE, 2001). This initiative 
preceded even the United Nations Convention on the Rights of Persons with 
Disabilities ([CRPD], 2006), which states in Article 24 that no learner may be excluded 
on the basis of disability. Thus, from the outset, new South African education policy 
continued to put measures in place to ensure that every learner would have access to 
an inclusive, quality education on an equal basis with others in the communities in 
which they live. It also acknowledged the need to provide individualised support 
measures in order to realise the goal of full inclusion. 
 
These endeavours were also reflected in the National Education Policy Act (1996; DoE 
2003), which further establishes the advancement and protection of the fundamental 
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rights of individuals by stating that: 
 every person has the right to be protected against unfair discrimination within or by 
an education department or education institution on any grounds whatsoever; 
 every person has the right to basic education and equal access to education 
institutions; 
 the education system must sustain every child, in respect of education, in reaching 
full personal development, and must promote the moral, social, cultural, political, 
and economic development of the nation at large, including the advancement of 
democracy, human rights, and the peaceful resolution of disputes; and 
 the education system must further endeavour to ensure that no person is denied 
the opportunity to receive an education to the maximum of his or her potential as a 
result of physical disability. 
These fundamental rights, as proposed by EWP6, were to be promoted by means of 
three types of schools in South Africa, namely general, full-service, and special 
schools, but with the acknowledgment that all schools would be inclusive centres of 
learning, care, and support. This implied that every school had to provide relevant 
quality education for a broad range of learning needs (DoE, 2001). Since the 
implementation of these proposals and establishment of the three school types, the 
main differentiation between them has been the level of support that their learners 
receive. Based on a continuum of level of support service offered (GDE, 2014), these 
school types are as follows: 
 
 General schools provide low to moderate levels of support such as facilitating 
access to grants, differentiating lessons to cater for different learning styles, 
providing counselling services to learners, providing workshops to teachers and 
providing learning support services (DoE, 2001). They do not necessarily have 
specialist staff, but they can access specialised resources when necessary from 
the full-service and special schools or circuit and district (DoE, 2001). 
 Full-service schools are general schools equipped with additional support enabling 
them to respond to a broader range of learning needs such as specialised support 
staff (learning-support educators), physical infrastructure (disability-friendly toilets), 
specialised learning and teaching support materials, and assistive devices 
(textbooks in Braille). A full-service school can offer moderate to high levels of 
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support on site and can serve as a central point for delivering support to a group 
of schools (DoE, 2001). 
 Special schools, as well as special schools as resource centres, are general 
schools equipped with significant support provision to enable them to cater for the 
needs of learners who require high-intensity and specialised support. 
Consequently, they are able to act as central points for providing support to a 
cluster of general and full-service schools (DoE, 2001). The additional provision is 
based on the programmes offered rather than the category of disability. The nature 
of the support programmes and access to them are not restricted to learners who 
have been medically diagnosed if the SIAS process has been followed (DoE, 
2001). 
As discussed previously, EWP6 explored how the systems of education would be 
organised to surmount barriers that hampered access to teaching, learning, and 
development, and recommended that continued support be provided throughout the 
education system. In promoting the implementation of the main concepts of EWP6, 
the SIAS policy was aimed at putting a system in place to identify barriers to learning 
and the support needs that arose from them in order to develop the necessary support 
programmes. This policy has identified the following levels of support in schools (DBE, 
2014): 
 
 Tier 1 support involves core interventions of relative low intensity aimed at prevent- 
ative and proactive measures for all learners. This type of support is generally 
offered at the school level. 
 Tier 2 support entails targeted group interventions of moderate intensity and is 
short term in nature, aimed at supporting learners who are at risk. 
 Tier 3 support is intensive, individual interventions of high intensity and longer 
duration for learners with high support needs. 
The SIAS policy thus provides a framework for ways in which the support needs of all 
learners should be identified and how they should be supported in the education 
system to be able to achieve these levels of support. Moreover, the policy offers 
guidance to teachers in their role of ensuring that barriers to teaching and learning are 
addressed and that all learners are assisted in participating and developing their full 
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potential in a school with their peers (DBE, 2014). In brief, the SIAS policy was created 
with the goal of supporting learners and ensuring that all of them would have access 
to quality education and make use of the opportunity to succeed to the best of their 
ability (DBE, 2014). 
 
The policy includes responsibility guidelines and role descriptors of key players such 
as teachers, parents, and coordinating structures such as the school-based support 
team and district-based support team for the screening and identification of barriers, 
the assessment of support needs, as well as provision and monitoring of support 
(DBE, 2014). The SIAS policy further describes processes and procedures for the 
planning of budgets and the systemic implementation of support. 
 
2.3.2 Special schools 
 
As the focus of this study is on the perceptions of intermediate phase teachers in 
special schools, a clearer conceptualisation of these institutions is warranted. A 
special school is one that provides for learners with special educational needs or 
disability. Although special schools may differ in type, they mainly educate learners 
whose needs cannot be met in a mainstream school. This means that they should 
offer special programmes designed for learners who are mentally, physically, socially, 
or emotionally delayed. By the word “delay” a developmental hold-up is understood, 
which can be defined as a condition in which a child is less developed mentally or 
physically than is normal for the appropriate age (Eneriz, 2017). Owing to some special 
requirements of learners with developmental delays, their needs cannot be met in the 
traditional classroom and they will then be referred to special schools where they will 
receive a tailored programme in accordance with their needs (Ware et al., 2009). 
 
A special school differs from a general school in having smaller class sizes and 
employing teachers with more experience in dealing with different types of special 
needs. It also offers learners the advantage of sharing a class with peers who have 
more or less the same needs or problems, promoting a feeling of belonging (Eneriz, 
2017). The key feature that separates a special school from a general or mainstream 
one is that learners in a special school will receive individually tailored instruction. 
According to Cushing et al. (2009), educating learners with particular needs in a 
special school environment has various benefits such as increased social interaction, 
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improved social competence, enhanced communication skills, better opportunities for 
friendship development, and access to social, emotional, and instrumental support. 
 
With the admission of any learners to general schools, the rights and wishes of 
learners with special education needs may not be overlooked (DoE, 2003). The South 
African Schools Act of 1996 requires from general schools that they admit learners 
with special education needs where feasible. Schools are encouraged to make the 
necessary arrangements, as far as practically possible, to make their facilities 
accessible to such learners (DoE, 2003). If the necessary support cannot be provided, 
the school principal must refer the application for admission to the head of department 
to have the learner admitted to a suitable public school in the same or another 
province. 
 
Before the provincial head of department refers special-needs learners to another 
public school, a consultation with their parents, teachers, and other support personnel 
concerned must first be arranged as part of their assessment. The process should be 
handled as a matter of urgency to facilitate the admission of these learners as soon 
as possible to ensure that they are not prejudiced in receiving appropriate education. 
Assessment and consultation about placement of learners must be carried out by a 
team based at the school (DoE, 2003), and such placement must be approved by the 
provincial head of department. 
 
According to the DBE’s (2014) SIAS policy, certain key points must be adhered to for 
admission of learners to a special school, such as the following: 
 
 Since special schools were developed to provide the necessary support to learners 
who require high levels of support, only learners who require high support should 
be admitted to them. 
 Special schools must be organised according to a specialised programme that 
entails specific curriculum delivery requirements, and they may thus admit only 
learners who require support in the area of specialisation. To determine the 
learners’ support needs and eligibility for admission, the principles of the SIAS 
policy must be applied. 
 Once the SIAS process has been followed, no learner with a high needs-level may 
be refused admission. 
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 Seeking admission to a special school should be the last option for the learner and 
should only be done if reasonable accommodation or modification cannot be made 
in a mainstream school. 
 Special schools should present learners who are 18 years and older with a 
transition plan so that they will be able to enter the workplace. 
 
2.3.2.1 2.1  Implications of SIAS for special schools 
 
The SIAS policy can be helpful in the admission process of special-needs learners to 
a special school as it assists the EWP6 in promoting quality education for all learners 
from as early as the early childhood development phase all the way through to adult 
education level (DBE, 2014). Thus, as an inclusive education guide that describes the 
process of identification, assessment, and the enrolment of learners in a special 
school, the policy is a valuable instrument for the prevention of unnecessary 
placement of learners in such a school. On the other hand, the policy assists in the 
early identification of special-needs learners, the level of support they require, and the 
identification of the best possible learning sites (schools) to support them. The policy 
furthermore serves as a guide to parents in the process of implementing the chosen 
strategy in moving forward (DoE, 2014). 
 
Since special schools require highly specific processes and procedures for teaching 
and learning within an inclusive education system, their characteristics and the nature 
of their teaching need to be discussed in relation to the role of teachers. 
 
2.3.2.2 Teaching in special schools 
 
The responsibility of teachers working in a special school is to design, implement, and 
evaluate their instruction methods in order to help their learners acquire and maintain 
the knowledge and skills learned in order to improve the quality of their lives in the 
school, home, and the community environment (Heward, 2003). In a current education 
environment, teachers will encounter a variety of learners, among whom those with 
special needs will require their teachers to make what Fredricks (2005) calls 
accommodations and modifications. An accommodation is either a device, material, 
or support process that is put into place for enabling learners to achieve their learning 
activities in a more sufficient way, whereas a modification refers to changes that are 
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made to the instructional outcomes, for example a change or reduction in the course 
content or outcome (Fredricks, 2005). 
 
Teaching special-needs learners can present teachers with distinctive challenges 
such as demanding more of their time and patience, as well as requiring specialised 
instructional strategies (Fredricks, 2005). Furthermore, these learners require a more 
structured learning environment in which they are supported and have an increased 
chance of reaching their full learning potential, as Cushing et al. (2009) confirm. In 
such an environment, it is essential that teachers remind themselves regularly that 
these learners are capable of learning with support such as differentiated instruction 
specifically tailored to their unique learning abilities (Cushing et al., 2009). Effective 
strategies are to 
 
 provide learners with oral instruction so that activities and assessments are not 
unnecessarily influenced by lack of reading ability; 
 perform regular progress checks by giving immediate feedback; 
 
 create activities that are short and to the point and, where possible, provide 
learners with concrete objects (items they can smell, touch, and see); 
 give learners praise and positive reinforcement; 
 
 repeat instructions more than once slowly; and 
 
 encourage cooperative learning activities (Cushing et al., 2009). 
 
 
2.3.2.3 2.3   CAPS curriculum and special schools 
 
Eskay and Oboegbulem (2013) define a curriculum as all planned experiences, 
opportunities, and activities that a school provides in assisting learners to attain the 
particular learning outcomes. The compass for the South African National Curriculum 
and Policy Statement is the CAPS document titled Guidelines for responding to learner 
diversity in the classroom through curriculum and assessment policy statement (DBE, 
2011), from which it is evident that all South African schools need to accommodate a 
wide variety of learners with different backgrounds and learning needs. Thus, for 
teachers to value, embrace, and use these differences in a positive way, they are 
expected to be responsive to the different needs of learners in order to avoid barriers 
to learning. The best way of achieving this, the CAPS statement (DBE, 2011) notes, 
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is that every teacher should be aware that to respond to the diversity of the learners 
in their classrooms is through the curriculum. Some guidelines proposed by the policy 
statement for assisting teachers in this respect are to 
 
 treat every learner with respect and as an individual; 
 
 keep the unique needs of learners in mind when creating learning programmes and 
planning lessons; 
 evaluate teaching methods and forms of assessment continually; 
 
 review different strategies, approaches, and methodologies in teaching; and 
 
 create opportunities in which all learners are able to participate actively. 
 
These criteria also pertain to teaching special-needs learners but are not entirely 
appropriate for them. The CAPS policy statement outlines the requirements of each 
subject, planning, and assessment, as well as the progression requirements that have 
been set out in the National Policy Statement (Moosa, 2014). However, although it is 
the task of all South African schools to provide quality education to all learners, 
including special-needs learners, the latter learners are unable to cope with the 
requirements of the current CAPS policy statement as it is not customised to their 
special conditions because of the progressive requirements which stipulate that they 
have to be advanced from one level to the next (DBE, 2011). It is therefore of vital 
importance to implement a curriculum that is appropriate for special-needs learners in 
all schools. Such curriculum or designed programme for special needs should 
accommodate the different categories relating to different needs as determined by the 
different abilities of learners. The programme should consequently be based on 
continuous development and be aimed at allowing each individual in the special-needs 
setting to reach his or her full potential (Moosa, 2014). 
 
Because teaching of special-needs learners is also required to follow the current 
CAPS policy statement, schools are obliged to adapt, modify, and alter the curriculum 
statement to match the needs of these learners (Moosa, 2014). This could also be 
described as curriculum differentiation, which, as suggested by the CAPS policy (DBE, 
2011), can be considered an essential strategy that teachers could use in responding 
to the diverse learning needs and styles of their learners. Curriculum differentiation 
includes processes such as changing, adapting, modifying, extending, and varying 
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teaching strategies and methodologies, as well as assessment and content. When 
curriculum differentiation is used, it means that all learners are accounted for regarding 
their abilities, interests, and backgrounds (DBE, 2011). 
 
Special schools, according to the Guideline policy for special schools (DBE, 2014), 
should be organised around specialised curriculum support programmes rather than 
the category of disability. These programmes should address the following needs: 
learning/cognition, hearing, vision, mobility, communication, skills/vocational, 
complex/pervasive disability and behaviour/psychosocial factors. When schools plan 
their programmes, they should consider their personnel qualifications, use, distribution 
and capacity building, curriculum delivery, physical infrastructure, learning and 
teaching support materials, assistive devices and technology (DBE, 2014). As in all 
other schools, the principal of a special school should follow the practices of the 
regulations and policies with regard to curriculum management and ensure that the 
National Curriculum Statement serves as the norm (DBE, 2014). 
 
As indicated in Chapter 1, one of the most significant challenges that teachers face in 
implementing inclusive education is to guard against their assumptions about the 
abilities of learners, which may give rise to determinist thinking in making 
presuppositions about learners’ capabilities (Florian & Black-Hawkins, 2011). To 
counter this peril, Florian (2010) posits familiarisation with inclusive pedagogy, which 
responds to individual differences without marginalisation or stigmatisation being 
involved. 
 
2.4 INCLUSIVE PEDAGOGY 
 
That “[i]nclusive pedagogy makes provision for all” (Spratt & Florian, 2015, p. 90), 
refers to the wholeness of teaching in which subjects are based on pedagogies that 
meet the academic outcomes and social inclusion of all learners (Kieron, 2013). 
Inclusive pedagogy is consequently concerned with redressing the limitations on 
learning that are often unintentionally placed on learners when their skills are 
determined as being “less able”. However, inclusive pedagogy does not dismiss 
individual differences between learners but believes that these differences are an 
ordinary aspect of all humans (Deppeler et al., 2015). 
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Inclusive pedagogy acknowledges that learning takes place in the context of the 
“person and more” (Spratt & Florian, 2015, p. 91), which means that an individual’s 
learning takes place together with the complex system of social relations which that 
individual inhabits. Therefore, inclusive pedagogy facilitates a change in the mindset 
of teachers from “most and some” to “all and everybody” so as to foster an inclusive 
correlation with the sociocultural framework in which pedagogy is enacted (Pantić & 
Florian, 2015). Since inclusive pedagogy encourages collaboration between learners 
in the classroom through shared learning activities and thus contributes to building a 
community in learning together, it has the potential to transform the existing order of 
settled expectations to create a new type of classroom (Spratt & Florian, 2015). It 
encourages teachers to have an open view of all learners and their potential, and to 
extend learning opportunities in the classroom and school (Pantić & Florian, 2015). 
 
According to Kieron (2013), whole-class inclusive pedagogies display five noteworthy 
characteristics: social engagement, flexibility (styles of representing activities), 
continuous framing of classroom activities, originality of classroom activities, and 
pedagogic community. Sheehy et al. (2013) have observed that teachers who 
implement these five characteristics would include group work in their lessons, and 
the activities presented would be designed not only to support problem-solving by 
learners but also to develop their social and communication skills. These activities 
would have meaning with regard to learners’ experiences and also teachers’ 
judgement of their academic validity (Sheehy et al., 2013). The term pedagogic 
community mentioned above may require explanation: it refers to the support that 
teachers receive from others who share the same view as they on how to teach as 
well as how learners learn. The main factor in such an approach would be the 
prioritisation of social interactions within the classroom as an educational tool (Sheehy 
et al., 2013). 
 
The fundamental aim of inclusive pedagogy is to make learning attainable to all 
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responsibility to recognise and accommodate their differences (Florian & Linklater, 
2010). 
 
2.4.1 Approaches to inclusive pedagogy 
 
Teachers using an inclusive pedagogical approach, teach in a mindful way and are 
aware of how their choices can exert an impact on their learners’ opportunities to learn. 
They are also willing to seek out new ideas and approaches in order to help their 
learners participate in classroom activities (Spratt & Florian, 2015). The main focus is 
on what needs to be taught rather than on who will learn it (Florian & Black-Hawkins, 
2011). A good inclusive classroom and school arise when the diversity of learners is 
considered while designing the subject lessons (Sheehy et al., 2013). Teachers who 
use an inclusive pedagogical approach demonstrate an unconditional acceptance of 
all learners and acknowledge that each learner is unique (Spratt & Florian, 2015). 
 
As noted in Chapter 1, several contributions to pedagogical approaches for inclusive 
education have seen the light in recent times. Universal Design for Learning (UDL), 
Differentiated Instruction (DI), and the Inclusive Pedagogical Approach in Action 
(IPAA) framework (Loreman, 2017) are most notable in this respect. It was also stated 
that UDL and DI were considered more conventional because of focusing on reaching 
the majority of learners while providing additional opportunities for others who may 
require it, whereas IPAA was aimed at promoting full participation of all learners with 
equal opportunities for rich learning experiences (Loren, 2017). 
 
2.4.1.1 1.1  Universal design for learning 
 
The main aim of the UDL approach is to enable all learners to become skilful in their 
learning (David & Rose, 2002). Skilful learners are characterised as purposeful, 
resourceful, knowledgeable, motivated, and strategic learners who are goal-directed 
in their learning (Morin, 2014). The UDL approach can be a powerful one as it helps 
teachers to anticipate and plan their lessons to meet all their learners’ needs from the 
outset (David & Rose, 2002). UDL focuses less on the limited accommodation of 
specific disabilities or identities and more on a holistic approach (Posey, 2014), which 
has the advantage of facilitating change in the teacher’s mindset from thinking that 
understanding the different learners that they teach and acknowledge that it is their 
In order to develop an inclusive pedagogy, it is crucial that teachers start with 
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something needs to change within the learner to a mindset of changing the learner’s 
learning environment (Sanger, 2020). It further encourages teachers to provide 
learners with (1) multiple opportunities for engagement (the “why” of learning), (2) 
multiple opportunities of representing what they learned (the “what” of learning), and 
(3) multiple opportunities for taking action in their learning (the “how” of learning) 
(Morin, 2014). 
 
Although the UDL approach may appear different from classroom to classroom, it 
displays the following standard characteristics (Sanger, 2020): 
 
 All learners know what is expected of them. 
 
 There are flexible and conscious options for all learners to use. 
 
 All learners have access to different resources. 
 
 Learners build and internalise their own learning. 
 
The initial focus of the UDL approach was on supporting learners with a variety of 
learning abilities, but it later proved to contribute also to culturally diverse and 
international learning settings (Posey, 2014). There is evidence that taking a holistic 
approach to learning such as UDL, involving different methods of instruction, 
enhances the learning of all learners (Posey, 2014). 
 
2.4.1.2 1.2  Differentiated instruction 
 
DI can be defined as the way in which teachers respond to the diverse learning needs 
of learners in their classrooms (Uche, 2016). Teachers are motivated to acknowledge 
that their learners are unique individuals with different learning styles and should 
therefore present differentiated activities in the classroom to accommodate all learners 
equally (William, 2002). Classroom learning consists in the content that learners 
should acquire and what they should be able to do after instruction (William, 2002). 
Since the curriculum provides the current prescribed content that should be taught in 
class, teachers are not allowed to change the content (Tucker, 2016). However, they 
are at liberty to vary the ways of presenting the content as given by the curriculum in 
order to accommodate the diverse needs of their learners (Uche, 2016). Moreover, in 
varying their presentation, teachers are enabled more readily to identify the learners 
who grasp and understand the material rapidly, as well as the learners who may need 
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additional support and more time (William, 2002). It is suggested that teachers can 
“differentiate” four classroom components based on their learner’s readiness, 
interests, and learning profiles (Tucker, 2016), namely: 
 
 The content – what the learners are required to learn and how they will get access 
to the data. 
 The process – activities that learners will engage in to understand the content. 
 
 The products – projects or assessments leading up to learners’ applying what they 
have learned in a unit or module. 
 The learning environment – the “feeling” and “working” of the classroom (i.e., its 
ambience). 
Thus, DI takes into account the differences among learners in their abilities, language, 
rate of learning, literacy and numeracy skills, and then uses this information to adapt 
the curriculum and learning activities accordingly. It can be used for assisting special- 
needs learners as it is an approach that allows teachers to tailor their teaching 
approach to match their learners’ learning styles and needs (William, 2002). Since it 
is not seen as a “one-size-fits-all” approach, it can also be used with small groups or 
one-to-one sessions (Tucker, 2016). The teacher will personalise the special-needs 
learners’ goals and objectives as set out in their own unique “Individualised Education 
Programme” in order to help them achieve their full potential  (Uche, 2016). 
 
2.4.1.3 1.3  An inclusive pedagogical approach 
 
Since the turn of the century, the focus on policy and practice has been intensified 
regarding adopting inclusive pedagogy as a way of reconceptualising how schools 
work with special-needs children. The chief goal of this approach is to make learning 
as accessible and welcoming to all learners as possible (Mintz & Wyse, 2015). Central 
to the concept of inclusive pedagogy is belonging, as Sanger (2020) has pointed out. 
Teachers encourage the feeling of belonging when they choose the topics, activities, 
assignments, and authors with their diverse group of learners in mind. They can also 
instil a sense of belonging when they humble themselves enough to ask their learners’ 
input as the lesson unfolds and to give feedback of their experience (Sanger, 2020). 
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The inclusive pedagogical approach was developed in response to the Inclusive 
Pedagogical Approach in Action (IPAA) framework as mentioned in the introduction. 
The latter was initially created in the setting of a teacher education project but can at 
present be viewed as being more than merely a research tool (Klibthong & Agbenyega, 
2018). Generically, an inclusive pedagogical approach can be used to mitigate the 
external causes of educational inequalities (Pantić & Florian, 2015). To this end, 
inclusive pedagogy can serve to address individual differences between learners while 
steering clear of the marginalisation of some learners and the exclusion of particular 
groups such as ethnic minority learners, diverse backgrounds, non-native language 
speakers, special-needs learners and learners from an indigent socioeconomic 
background. What makes inclusive pedagogy unique is that it accepts learners without 
relying only on individualised approaches in order to respond to differences among 
them (Pantić & Florian, 2015). 
Because the inclusive pedagogical approach acknowledges that all learners are the 
same in some ways but also accepts each learner for who he or she uniquely is, it has 
broadened ideas that can be used in different pedagogy styles to avoid pitfalls of 
exclusion and include any and all learners in the learning process (Spratt & Florian, 
2015). The approach encourages an open-ended view of each learner’s potential in 
learning and thus has the capacity to reshape any existing order of deterministic 
expectations so as to develop a new type of classroom in which the diversity of 
learners is accepted and welcomed as an advantage in the learning of all. 
As mentioned in the introduction, the IPAA framework views every learner as an 
“active meaning-maker” who utilises his or her own personal and social resources in 
order to make sense of the world (Klibthong & Agbenyega, 2018). Used correctly, the 
IPAA framework can alter the learning and developmental risks experienced by 
special-needs learners into successful outcomes in accordance with the fundamental 
tenet of inclusive pedagogy that every child’s capacity to learn is changeable for the 
better. The IPAA framework supports inclusive professionals to think, know, feel, and 
act as inclusive teachers (Spratt, 2010). To become an inclusive professional 
involves continuous development of professional autonomy, resource- fulness, 
practical and ethical responsibility, and willingness to work with and through others 
(Brennan et al., 2019). 
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It has also been mentioned earlier that Brennan et al. (2019) have identified three key 
convictions that teachers must adhere to in the IPAA framework if they wish to enact 
inclusive pedagogy successfully: (1) that their actions can transform learners’ ability 
to learn; (2) that they must believe in their own ability to teach learners with special 
educational needs; and (3) that they must be willing to work in collaboration with others 
to implement inclusive education and inclusive pedagogy. These are challenges that 
teacher must accept in their endeavour to meet the needs of all learners in their 
classrooms (Brennan et al., 2019). 
2.4.2 Instilling inclusive practices in special schools 
 
Schools around the world embrace the idea of inclusive teaching approaches to 
education in pursuit of the ideal learning environment, Dare and Norwiki (2017) say, 
and continue to observe that not only do inclusive teachers promote the development 
of a caring, respectful community, but that they also value diversity while helping their 
learners fulfil their full potential. The development of a more inclusive practice entails 
four main dimensions, namely framing, relational, didactic, and organisational 
(Molbæk, 2017). 
2.4.2.1 2.1   The framing dimension 
 
Within inclusive teaching strategies, there is still a focus on more traditional classroom 
management strategies such as classroom rules, learner objectives and activities, and 
the manner in which the teacher wishes the learners to engage in the learning 
activities. This is seen as the framing dimension (Molbæk, 2017). 
 
2.4.2.2 2.2   The relational dimension 
 
The relational dimension includes teachers’ preunderstanding of and communication 
with the learners, which may enhance the opportunities for learners to participate in 
academic and social organisation (Molbæk, 2017). 
 
2.4.2.3 2.3  The didactic dimension 
 
This dimension includes teachers’ knowledge of their learners, the subjects that they 
teach and their teaching competencies (Molbæk, 2017). 
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2.4.2.4 2.4   The organisational dimension 
 
The final dimension focuses on the school’s culture, norms, and values. Especially the 
principal’s role and priorities are crucial in developing a school for all and facilitating 
the participation of all learners, parents, and teachers (Molbæk, 2017). 
 
Teachers can employ various inclusive teaching strategies and practices in a special 
school as discussed below. These strategies also have application to special-needs 
learners in general mainstream classrooms. 
 
2.5 STRATEGIES FOR PROMOTING INCLUSIVE PEDAGOGY 
 
In order for teachers to implement successful inclusive strategies and practices, they 
first have to consider the quality of the following three conditions: the classroom 
environment, school culture, and the indoor environment. 
 
2.5.1 Conditions for introducing inclusivity 
 
2.5.1.1 1.1   The climate of the classroom 
 
It is of primary importance to create a welcoming, encouraging, and positive classroom 
environment or climate. This can be defined as the attitudes, mood, tone, and the 
quality that teachers and learners feel when they are in the classroom. As evident from 
various research studies, the classroom climate exerts a perceptible influence on 
learner’s achievements (Mitchell, 2008). A negative classroom climate can feel 
chaotic, out of control, and unfriendly, whereas a positive classroom climate can feel 
warm, welcoming, safe, supportive, and respectful (Kamp, 2012). Learners learn 
better when they perceive both the climate of the classroom and the attitude of the 
teacher as positive. When creating a classroom climate aimed at facilitating learning, 
the following three factors must be considered (Mitchell, 2008): 
 
 Relationships: The type and extent of support given within the classroom. 
 
 Personal development: The  degree to  which personal growth and self- 
improvement is facilitated. 
 System maintenance: The degree of order within the classroom, as well as the 
extent to which teachers are clear about what they expect from learners, maintain 
control in the classroom, and respond to changes. 
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The classroom climate is important as it regulates the flow of learning and knowledge 
building – in a positive and inclusive climate, learners will be more willing to volunteer 
to participate in discussions as they feel valued. Moreover, it can create emotions that 
may have an encouraging impact on learning because learners will experience 
learning as exciting and will be motivated to learn further (Kamp, 2012). 
 
2.5.1.2 1.2  School culture 
 
Creating a respectful atmosphere for all learners is essential in the development of a 
positive school culture, which also requires the utilisation of leadership. Since a 
school’s culture will determine and reflect the behaviour of all its members towards 
each other, it is imperative that a positive school atmosphere be nurtured. Although all 
members of the school are involved in this enterprise, especially those in leadership 
positions have a determining role to play (Mitchell, 2008). 
 
2.5.1.3 1.3   The quality of the indoor environment 
 
The indoor environment refers to the physical setting that enables learning. Since 
learners spend most of their time in the classroom environment, it is important to 
consider the interior of the classroom because of its direct influence on their academic 
outcomes and learning satisfaction (Choi et al., 2013). It must therefore be ensured 
that all the aspects of the physical environment which may have an effect on learners’ 
ability to learn are favorable. Thus, to ensure optimal learning in the classroom, it is 
necessary to consider matters such as the arrangement of furniture, lighting, design, 
temperature, acoustics and ventilation (Mitchell, 2008). As shown by research, 
learners who spend time in a classroom that is well ventilated, has good lighting, has 
a comfortable temperature, and is well designed, learn more effectively and enjoy their 
educational experience (Choi et al., 2013). 
 
2.5.2 Practices and strategies for nurturing inclusivity 
 
With the conditions for facilitating inclusivity having been considered, attention can 
now be given to the promotion of practices and strategies conducive to supplementing 
inclusive initiatives over a broader front. 
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2.5.2.1 2.1   Cooperative group teaching 
 
This entails helping learners to learn from each other. Cooperative group teaching 
(also referred to as cooperative learning) consists in learners working together in small 
groups and helping one another accomplish their individual and group assignments 
(Zook, 2018). With this strategy, learners work without constant direction by the 
teacher, who thus gains free time to spend with individual learners who may need 
extra help or support (Mitchell, 2008). 
 
The main advantage of cooperative group teaching is the positive effects that 
interdependence may have on learners while highlighting the significance of personal 
responsibility (Zook, 2018). In this strategy, the teacher’s role is to guide and monitor 
the learners while they work together, and other benefits for learners include enabling 
them to learn through emulating or observing their peers, to strive for higher academic 
achievement, to encourage their active participation, and to stimulate the retention of 
their attention through such participation (Rathi, 2014). Cooperative group teaching is 
viewed as an accustomed approach to teaching and learning (Mitchell, 2008). 
 
2.5.2.2 2.2   Collaborative teaching 
 
Collaboration, or becoming a team player, is a process according to which a group of 
diverse individuals work together, with each of them bringing own resources and 
expertise to the table for a combined effort to generate solutions to experienced 
problems (Mitchell, 2008). Collaboration in preparation of becoming more inclusive in 
the classroom occurs when teachers who work with special-needs learners value the 
sharing of educational responsibilities with parents, specialists, teacher aids, 
therapists and other parties concerned (Mitchell, 2008; Mulholland & O’Connor, 2016). 
Collaborative approaches to teaching special-needs learners are becoming 
increasingly rooted in education systems around the world. Effective collaboration is 
based on respect, trust, and divided responsibility for all learners’ academic 
achievement (Mulholland & O’Connor, 2016). 
 
2.5.2.3 2.3  Cognitive strategy instruction 
 
Cognitive strategy instruction refers to assisting learners to use different methods for 
achieving cognitive skills or strategies, i.e., teaching learners methods of thinking or 
different methods for accomplishing a different variety of tasks (Mitchell, 2008). The 
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teacher is thus concerned about teaching learners “how” to learn as well as teaching 
them the content set out by the curriculum. This strategy is considered highly useful 
not only for special-needs learners but also all other learners in the classroom 
(Mitchell, 2008). According to research, special-needs learners experience inadequate 
cognitive strategies that give rise to frustration, embarrassment, anxiety, aggressive 
behaviour, and avoiding tasks in general. Teachers can break this debilitating cycle by 
teaching their learners to become more skilled in recognising when the need arises to 
apply cognitive strategies that are appropriate to various subject domains (Conley, 
2008). 
 
2.5.2.4 2.4  Self-regulated learning 
 
The goal of self-regulated learning is to help learners develop goals for themselves, to 
track their own behaviour, and to decide which actions to take in order to lead them to 
achieving their goals (Mitchell, 2008). This strategy, which is thus aimed at assisting 
learners in taking control of their own learning, is useful in various settings and across 
a wide range of subjects for all learners, whether they experience learning difficulties 
or not (Mitchell, 2008). Marlina (2017) explains that self-regulated learning can help 
learners to create better habits in learning and strengthen their study skills. The role 
of teachers is not limited only to conveying knowledge and skills to learners, however, 
but is also extended to increasing their independence and creativity. Teachers need 
to create an environment in which learners have the freedom to ask questions, think, 
and debate about a topic (Marlina, 2017). 
 
2.5.2.5 2.5   Practice and review 
 
This entails a “practice makes perfect” strategy. The concepts of “practice” and 
“review” call for planning and supervising opportunities aimed at equipping learners 
with conceptual skills that they can apply in various situations. This strategy can 
ensure that such skills remain readily available in learners’ short- and long-term 
memory by helping them to internalise certain concepts through practice, considering 
that effective learning does not occur on a “one shot” basis, as Mitchell (2008, p. 195) 
puts it. Success in learning, Mitchell continues, requires repeated experiences in order 
for the skill or concept to be grasped – if learners are to remember a new concept, 
they should encounter it at least four different times at different occasions. This 
number should, however, be increased for special-needs learners, especially if the 
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content involves complex concepts. Mitchell emphasises that learners should be given 
adequate opportunities to practise the new skills and to transfer them to different 
situations. The role of the teacher would be to help learners become aware that their 
skills can be used to solve a wide variety of different problems, whether at school, at 
home, or within the community (Mitchell, 2008). 
 
2.5.2.6 2.6  Formative assessment and feedback 
 
In essence, this strategy involves regularly informing learners of their progress. Using 
formative assessment and feedback can be seen as a united strategy in which 
teachers employ the following steps: (1) probing the learners for knowledge while 
teaching the lesson (performance monitoring); (2) giving learners regular feedback 
(corrective feedback); and (3) using the information gained in steps 1 and 2 in order 
to adjust teaching strategies for helping learners to perform better, if necessary 
(Mitchell, 2008). 
 
Formative assessment evaluates learners’ progress so that they can be given 
opportunities to improve, and can be seen as assessment “for” learning as well as “of” 
learning. It is an ongoing process in teaching and can be used in many different ways 
as a tool to enhance learners’ learning (Engh & Rose, 2017). In its pure form, formative 
assessment does not necessarily contribute to a learner’s overall grade since its chief 
aim is to provide feedback – both to learners and to teachers. It is thus important that 
learners are given frequent feedback to get a better understanding of where they are 
in terms of the subject content (Mitchell, 2008). If teachers do not probe learners 
frequently, they will not be able to know if their teaching is effective or not (Engh & 
Rose, 2017). 
 
2.5.2.7 2.7  Assistive technology 
 
Compensating for shortfalls is relevant here. Technology provides numerous learners, 
particularly special-needs learners, with a wide array of additional opportunities in their 
education (Behrmann, 1998). As an alternative solution for accommodating all persons 
with physical, sensory, or cognitive impairments, technology can be seen as an 
equaliser especially for learners who were previously prevented from participating fully 
in education. Technology also provides teachers with more efficient tools and enables 
them to offer new and more effective ways of learning, for example through the 
48  
utilisation of computers to create an equitable and accessible learning environment for 
all learners (Castelo, 2020). 
 
An assistive technology device can be defined as any equipment that is used to 
maintain or increase the functional abilities of special-needs learners, and the future 
advantages that such technology may offer are incalculable because of swift and 
sustained developments in the field (Mitchell, 2008). The wide variety of assistive 
technology devices can be ranked according to their range from low-tech to high-tech. 
Low-tech devices are low in cost as they are not electronically but manually operated 
(Castelo, 2020). High-tech devices, on the other hand, are mostly high in cost because 
of being electronically based computer hardware or software, for example as used for 
specialised pencil grips or mechanical hoists (Behrmann, 1998). The assistive device 
that will suit each learner will depend on the learner’s specific personal and situational 
needs (Mitchell, 2008). 
 
2.5.2.8 2.8   Opportunities to learn 
 
Involving quantity and quality time for learning, the opportunities-to-learn strategy can 
be seen as the one that brings all the above approaches together (Mitchell, 2008). 
Opportunities to learn is about teachers’ ensuring that there is sufficient time for active 
learning in their classrooms. Since it is vital that teachers remove or reduce any 
circumstances that may hinder learners to learn in presented lessons throughout the 
school year, the major challenge for teachers is to ensure adequate time for instruction 
for all (Mitchell, 2008). With reference to special-needs learners, opportunities to learn 
as a strategy must (1) ensure that these learners have access to education; (2) ensure 
that the curriculum is accessible to them on their particular year level; (3) ensure high 
quality of instruction; and (4) provide sufficient time for active learning to take place 
(Elliott & Bartlett, 2016). 
 
In the previous sections of this chapter, consideration was given to inclusive education 
and special education, inclusion and special schools, inclusive pedagogy and 
strategies for promoting inclusive pedagogy. It is against this background that the role 
of teachers, as reflected in the relevant literature, can be investigated more closely. 
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2.6 TEACHERS’ SENSE OF PURPOSE AS AGENTS OF SOCIAL JUSTICE 
 
As discussed in § 1.2, teachers in South Africa have had to dealt with many challenges 
at different levels. Vandeyar (2017) sums up the core of change in education  as 
 
“(a) change in the educational paradigm from Christian National Education (CNE) to 
outcomes-based education (OBE), which brought about a radical change in the school 
curriculum. Curriculum 2005 was introduced in 1996, followed by the Revised National 
Curriculum Statement (RNCS) in 2002, the Curriculum Assessment Policy Statement 
(CAPS) in 2012 and the recently introduced Schooling 2025 in 2014, since the dawn 
of democracy (p. 374). 
 
Such change has marked the South African education system and its challenges since 
the demise of the apartheid dispensation in 1994, and it is continuing still. Before the 
concept of change can be considered in educational context, however, it needs to be 
unpacked in its general sense. 
 
2.6.1 The generic concept of change 
 
Change is a powerful and inevitable part of life and implies making something different 
from the way it originally was (Wagner, 2019). People too can change, whether on 
their own or in response to external circumstances (Tyson, 2018). While all changes 
do not always lead to enhancement, all enhancement requires some form of change 
(McPheat, 2009). The capacity to develop, experiment, and apply changes is crucial 
for any individual, group, or organisation that endeavours to improve continually 
(McPheat, 2009). In a societal context, it must be borne in mind that change cannot 
act on its own as it is not a living object. As Dyck (2012) has remarked, people create 
change, and change produced by people often starts with the belief that there is 
something better that exists. The idea of doing things differently can produce thoughts 
and questions and can evoke different responses in different people (Dyck, 2012). 
 
Different types of change can also be experienced, which McPheat (2009) has 
distinguished as follows: 
 
 Developmental change occurs when a need is recognised to make improvements 
to an existing situation. 
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 Transitional change occurs when a need is recognised to implement a completely 
new course of action to make a change. 
 Transformational change involves an entire organisation and happens over time. 
In transformational change, there are more stakeholders involved in acting on the 
changes that need to be made. 
 Personal transformation occurs when a shift takes place in a person’s experience 
of consciousness to bring about long-lasting changes in that person’s worldview or 
way of being. This may affect the general ways in which one relates to oneself, 
others, and the world. 
Personal transformation is a subtle process of awareness and personal growth (Naor 
& Mayseless, 2017), and suggests that the change has been successful. Fullan (2016) 
points out that when real change occurs, individuals may experience a sense of 
mastery, accomplishment, and professional growth. However, although a sense of 
bliss is at the centre of successful change, a sense of uneasiness or uncertainty may 
accompany a failure. Fullan’s observation in this respect may be taken into account 
when considering the effects of successful or unsuccessful change on an individual’s 
sense of purpose. 
In relation to teachers, according to Fullan (2016), change implies a sense of moral 
purpose to make a difference and improvement in other people’s lives. Fullan aligns 
this striving with “change agentry” (p. 12), which implies teachers’ changing their 
approaches and strategies to achieve their objectives. 
2.6.2 Educational change 
 
Educational change is a broad term that refers both to shifting paradigms within 
education and to efforts of reform within education (Burner, 2018). Shifting perspect- 
ives in the field of education are most often a result of an awareness of new ideas and 
new needs. The efforts taken to adjust to novel ideas and in meeting the needs of 
learners can be categorised as educational change (Marzano, 2003). 
 
According to Marzano (2003), two kinds of educational change can be identified: first- 
order and second-order. The former type refers to any change on the outside level in 
response to new ideas. At this level of change, the new ideas as well as the response 
to them should still be compatible with current approaches and conceptual frameworks 
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in the education setting (Marzano, 2003). Second-order change refers to change 
within the field. This type of change examines and accepts the current norms and 
conceptual framework. The research done by Marzano suggested that second-order 
change is seen as more genuine and that failure in reform is usually a result of failure 
in the second-order change (Marzano, 2003). 
 
Not only the reasons but also the necessity for educational change in recent decades 
can be explained by three distinct phenomena: (1) increased globalisation that has led 
to an increase in cultural and linguistic diversity; (2) advances in technology that have 
led to new knowledge and skills requirements for future jobs; and (3) burgeoning of 
research developments into teaching and learning strategies (Miller et al., 2009). 
Educational change is also characterised by specific levels of change in the 
organisational ecology, namely linear, symbolic, and appropriation (Fullan, 2003; 
Hopkins, 2000).  In view of the pivotal role of education in societies worldwide, 
education systems could not remain impervious to meeting the sociopolitical and 
socioeconomic challenges posed by a new global community and the advent of the 
technological communication revolution. Fundamental transformation therefore 
became necessary in educational structures from school level upwards, which also 
had a profound effect on the people functioning within those structures. 
 
Change in schools requires not only changing ways in which teachers and learners 
learn, but also changing classrooms, schools, and even communities. Vandeyar 
(2017) states that if teachers fail to change, then any other changes in an education 
system might not be realised. Vandeyar also forwards the idea that teachers often 
experience appropriation of change, which refers to “change in meaning of one’s 
experience” (p. 376). Thus, teachers may believe that they have changed but have not 
substantially done so. Although change has definite initiation, implementation, and 
institutionalised stages, teachers cannot merely wait for systems to change but should 
proactively drive the change process themselves (Fullan, 2000). Fullan (2001) further 
reasons that educational change in teaching practices has three dimensions: (1) 
changing resources, curricular material, and technology; (2) changing teaching 
approaches; and (3) changing beliefs and assumptions about education, teaching, and 
instruction. In this study it is argued that the change in beliefs and perceptions is vital 
for any lasting change in teachers’ pedagogy. 
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2.6.3 Teachers as change agents in generic education 
 
As is evident from a great number of studies in global literature, the main goal of 
numerous educational policies is to improve education by chiefly concentrating on the 
learning and development of learners. In order to improve schools effectively though 
educational change, principals and teachers will be required to undergo continuous 
professional development. It will furthermore be necessary to improve the learning 
conditions within the classroom, learners’ learning opportunities, as well as the 
learning processes. As times change, teachers and the way they teach should also 
change accordingly, which means that they will need convincing motivation and 
explanation that will enable them to commit themselves to change (Burner, 2018). In 
the South African context, however, considerable evidence exists that a significant 
number of teachers are not necessarily willing or able to adapt their pedagogy in 
accordance with national educational reform requirements (Vandeyar, 2017) mainly 
because of beliefs, value systems, and previous training and experience that are still 
rooted in the former education dispensation. It will be argued in this study that any 
educational change should be well justified so that those who have to implement it, as 
well as change themselves, can see the relevance of doing so (Burner, 2018). Ideally, 
they should assume the role of proactive change agents. 
 
According to Oliver (2018), the term change agents refers to people inside or outside 
an organisation who are providing techniques or assistance in the management of 
change. In Bandura’s (2016) view, to be a change agent is intentionally to make things 
happen by one’s action (Van der Heijden et al., 2016). A change agent can also be 
seen as a professional who is equipped with the relevant skills and knowledge for 
steering innovative decision-making into a desirable direction. As a helper, doer, or 
mover, a change agent is a reflexive and creative individual who is committed to 
pursuing and embracing possibilities for change even in the face of obstacles (Pillay, 
2017). 
 
Being a change agent in the teaching profession requires a specific mindset according 
to Van der Heijden et al. (2016), considering that teachers have to start seeing 
themselves as agents of change rather than objects of change. Teachers who are 
change agents can be defined as educators who decide to initiate action in improving 
their own teaching to support their learners’ learning in going beyond their classrooms 
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(Van der Heijden et al., 2016). Many teachers view themselves as being “vision 
creators”, and part of their role is to instil a positive outlook on the world into their 
learners and encourage them to not only learn but also participate in society (Bourn, 
2016). Teachers should have an open outlook for new ideas and approaches, but 
being an agent of change is more than just having a particular outlook: it is about 
having the skills and using every opportunity to improve education. This entails 
encouraging their learners to discover and pursue active engagement in society so 
that they can implement their own perspectives of what a better world could look like 
(Bourn, 2016). Moreover, they are able to gain their learners’ respect and influence 
their judgement about the world around them (Pillay, 2017). Making a difference to the 
lives of their learners by empowering them, normally leads to teachers’ own 
empowerment. In their role as change agents, teachers do not only uplift the 
classroom and its learners but they also teach learners how to use their skills to 
respond effectively to conditions surrounding the classroom (Pillay, 2017). 
 
Teachers as agents of change continually undergo professional development so that 
they can deliver innovative teaching and learn how they can enhance their learners’ 
critical thinking (Oliver, 2018). They also know how to engage with others and regularly 
reflect on their own needs and the quality of their teaching to identify areas of personal 
professional development that can help them be better teachers (Bourn, 2016). By 
professionally developing themselves, they are able to apply their insights in changing 
their teaching practices so as to provide quality education with positive effects both 
inside and outside the classroom (Van der Heijden et al., 2018). 
 
Teachers may recognise themselves as agents of change when they identify the role, 
embrace it, and take ownership of their decisions to make a difference (Pillay, 2017). 
Consequently, developing feelings of ownership empowers them to bring about 
transformation in the context of their work (Lane et al., 2003). Being motivated by the 
striving to serve as agents of change, teachers will set goals in increasing their 
knowledge, developing strong ethical values and commitment to social justice, and 
encouraging and supporting particular approaches towards learning (Bourn, 2016). 
 
Collaborative skills are required for actively taking the initiative in working with 
colleagues and other professionals to strengthen own teaching practice, promote 
change in their school, and have a positive effect on their learners’ learning outcomes 
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(Van der Heijden et al., 2016). Collaboration between teachers can be contemplated 
as a key factor to promoting their professional learning, commitment to work and learn 
together, and support for each other to change education at the classroom and school 
levels (Van der Heijden et al., 2018). A teacher as an agent of change is able to form 
and reform productive collaborations with colleagues, parents, community agencies, 
businesses and others (Van der Heijden et al., 2016). 
 
Bourn (2016) has identified three definite locations in which teachers as agents of 
change can fulfil a pivotal role: in the classroom, the broader school environment, and 
society as a whole. A direct relationship exists between what happens in the 
classroom, in the school, and in society as teachers are socially responsible for 
bringing about change in both their own educational community and in broader society. 
What happens in the classroom, school, and wider society is seen as part of the 
change process for both teacher and learner (Bourn, 2016). Teachers as agents of 
change are committed to improving and making a difference not only in their own lives, 
but also in those of their learners and colleagues (Pillay, 2017). 
 
2.6.4 Teachers as change agents in inclusive education 
 
Decisions in erstwhile traditional education systems about the education and 
placement of learners experiencing a variety of learning difficulties or disabilities 
caused the marginalisation of many of them who were thus segregated, socially 
rejected, and in some cases physically excluded from what was seen as “normal” 
circumstances (Carrington, 1999). It came to be perceived, however, that the end 
results – i.e., the “failure” of such learners to achieve – were not ascribable to any 
impairment that they may have experienced but rather to social, political, and 
economic acts that discriminated against certain groups. Yet, continued emphasis on 
disability at the time resulted in the focus being concentrated on negative character- 
istics and inequalities rather than the potential abilities and strengths of individuals 
(Li & Ruppar, 2021). Schools continued to take on the role of inducting the 
dominant culture through the relaying of the set curricula rather than meeting the 
needs of each learner. Until relatively recently, general education systems were not 
originally designed for special-needs learners, which has remained a challenge for 
many schools as well as teachers to ensure that social justice and equity goals are 
met for all learners (Carrington, 1999). 
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The concept of inclusion or being inclusive is primarily concerned with social justice. 
As noted in Chapter 1, decisive transformations have been advocated and 
implemented not only in educational systems worldwide but also that of South Africa 
since the mid-1990s. From that time, becoming agents of change has become part of 
teachers’ professionalism (Pantić & Carr, 2017). In other words, for teachers to be 
members of the teaching profession they should be proactive rather than passively 
wait for others to tell them what they should or need do. Guided by the principle of 
change agency, teachers should have learners’ best interests at heart and cultivate 
the ability to work with other educational professionals (Vandeyar, 2016). The 
concept of “teacher agency” has consequently been formulated to reflect the striving 
for effective change as something inherent within a teacher rather than being merely 
something a teacher does. Teachers themselves frequently perceive fairness and 
justice as crucial aspects when it comes to being a good teacher, as Pantić and Carr 
(2017) have noted. Since teachers’ actions can either challenge or support current 
inequalities, change agency can be linked to a sense of “moral purpose” that drives 
the endeavour to be participants in promoting social justice (Bourn, 2016). 
 
In light of the above, it is appropriate to say that teachers practice their agency within 
the profession if they strive for and wish to facilitate socially just practice aimed at 
fostering diversity in schools (Pantić & Carr, 2017). This furthermore implies that in 
their role as agents of change, motivated by bringing about social justice in their 
classrooms via an inclusive pedagogical approach, teachers need to 
 
 be concerned with the development and learning of all learners; 
 
 practice professional capability; 
 
 work in collaboration with others to create meaningful participation and learning of 
all learners; and 
 provide appropriate support when necessary (Carrington, 1999). 
 
Teachers of the future must actively improve the conditions for learning in their 
immediate learning environment (Pillay, 2017). Specifically in South Africa, teachers 
who influence and enact change have an essential role to fulfil as participants in the 
evolution of the country’s education system (Jill, 2013). 
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2.7   CHAPTER SUMMARY 
 
This overview of the relevant literature has examined the main concepts of inclusive 
education, special schools, inclusive pedagogy, and change agency as they interrelate 
in the international and national education landscapes. Historical issues were brought 
into relation with current challenges, pertinently with reference to inclusivity in South 
African schools since the mid-1990s. Throughout, the role of teachers has been placed 
at the centre of the enactment of social and educational principles and the implement- 
ation of policies so as to prepare a contextual framework for the description of this 
inquiry, namely the perceptions of intermediate phase teachers in special schools 
about their pedagogy. However, before the research for this investigation can be 
presented (Chapter 4), it is necessary to elucidate the research principles according 












The purpose of the study was to explore and describe intermediate phase teachers’ 
perceptions on their inclusive pedagogy in a special school situated in the 
Johannesburg region. By its nature, the investigation therefore, as explained by Smith 
and Osborn (2015), involved an examination and exploration of the lived experience 
of participants as individuals with the aim of gaining deeper insight into their 
 
personal perception or account of an object or event, as opposed to an attempt to 
produce an objective statement of the object or event itself. This follows from Edmund 
Husserl’s declaration of phenomenology as an attempt to go “back to things 
themselves” ... ; that is, as far as possible, to see things as they present themselves in 
their own terms, rather than as defined by prior scientific hypotheses or abstract 
conceptualizations (pp. 25–26). 
 
An interpretative phenomenological approach was therefore indicated, and this 
chapter provides a detailed exposition of the research paradigm, research approach, 
research design, selection of participants, data gathering approach and procedure, 
data analysis techniques, as well as how trustworthiness was ensured. The ethical 
considerations of the study are also explained. 
 
3.2 PARADIGM AND RESEARCH APPROACH 
 
3.2.1 Research paradigm 
 
A paradigm is a set of beliefs about reality that gives rise to a certain worldview. It can 
be regarded as a lens through which reality is observed and interpreted. Specifically 
through the lens of an interpretative paradigm in qualitative research, the focus can be 
sharpened on participants and their understanding of the world (Creswell et al., 2017). 
This study used an interpretative paradigm because the research focused on empirical 
data-gathering in a preponderantly subjective way to enable participants as individuals 
to provide their own ideas about specific experiences (Cohen & Crabtree, 2006). The 
interpretative paradigm can be influenced by two approaches, namely hermeneutic 
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and phenomenological (Creswell et al., 2017). The hermeneutic approach (as 
explained in § 3.3) was less relevant to this  inquiry, but the phenomenological 
approach was highly appropriate because of being based on naturalistic methods to 
collect data, e.g., interviewing (Creswell et al., 2017). This paradigm and approach 
helped the researcher and participants to construct a meaningful reality collaboratively 
and furnished the researcher with multiple understandings and conclusions to work 
from in a qualitative approach (Cohen & Crabtree, 2006). 
 
3.2.2 Research approach 
 
The researcher used a phenomenological qualitative research approach that 
facilitates a multi-method, naturalistic method of investigation (Newman & Benz, 
1998). This means that the qualitative researcher studies matters in their natural 
settings and attempts to make sense of the meaning that people bring to issues in 
those settings (Punch, 1998). Qualitative research involves detailed descriptions that 
people give of different situations and events in which they reflect their experiences, 
attitudes, and beliefs about them (Newman & Benz, 1998). It is thus aimed at obtaining 
a better understanding of the way in which participants derive meaning from their 
surroundings, and how such meaning can influence their behaviour (Denzin & Lincoln, 
2011). 
 
A qualitative strategy makes use of either interactive or non-interactive strategies 
(Welman et al., 2005). In the former type, researchers will use methods such as 
interviews in which they are actively part of the study, whereas in the latter type they 
employ texts of documents with minimal contact with participants (Denzin & Lincoln, 
2011). For this study, the researcher used an interactive strategy as this allowed face- 
to-face interaction with the participants to gather rich information for answering stated 
research questions. 
 
3.3 RESEARCH DESIGN 
 
Simply defined, research design encompasses the plans, strategies, and procedures 
that are used for a study (Creswell et al., 2017). This study used a phenomenological 
design to focus on the meaning that certain lived experiences hold for participants, 
and how the participants are able to provide a comprehensive description of the 
experience as recommended by (Smith & Osborn, 2015). From these individual 
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descriptions, general universal meaning can be derived since it is possible to focus on 
describing what all the participants have in common as they experience a 
phenomenon. Creswell et al. see the basic purpose of phenomenology as the 
endeavour to reduce individual experiences of a phenomenon to a description of “the 
very nature of the experience” (p. 77). In a phenomenological study, researchers 
identify a phenomenon to study, bracket out their own experience, collect data from 
several persons, analyse the data by reducing the information, and combine the 
statements into themes (Neubauer et al, 2019). 
 
A phenomenological study is based on either of the following two approaches: 
hermeneutic empirical or transcendental phenomenological (Neubauer et al., 2019). 
Whereas hermeneutic phenomenology focuses on the reflective interpretation of text 
or history to achieve deeper insight into a phenomenon, transcendental phenom- 
enology focuses on the experiences of the participants to arrive at a meaningful 
understanding (Creswell et al., 2017; Moerer-Urdahl & Creswell, 2004). Particularly 
for this study, the researcher used the transcendental phenomenological approach as 
this assisted in gaining the participants’ lived experience without making 
interpretations, but rather describing what each participant experienced, as well as 
their beliefs and attitudes about the presented phenomenon (Smith & Osborn, 2015). 
 
3.4 RESEARCH METHODS 
 
3.4.1 Sampling and selection of participants 
 
The study sample consisted of intermediate phase teachers at the selected special 
school in Johannesburg. The researcher used both convenience and purposive 
sampling in the study (McMillan & Schumacher, 2006). 
 
Convenience sampling was used for its practicality (Etikan et al., 2016), since not only 
the researcher but also the participants had easy access to the special school as the 
research site, which also allowed for ready cooperation. Convenience sampling was 
furthermore chosen as a cost- and time-effective sampling method (Marshall, 1996). 
 
Purposive sampling involved the intentional selection of intermediate phase teachers 
at the selected school. As Cresswell and Plano Clark (2011) explain, it is an apt 
technique for identifying information-rich cases to collect data. Individuals and/or 
groups are identified and selected in accordance with their knowledge and experience 
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concerning a specific topic under study. Purposive selection also considers the 
availability, willingness, and ability of the participants to articulate their experiences 
and reflections, which will facilitate collection of rich data (Cresswell & Plano Clark, 
2011). 
 
Intermediate phase teachers were purposively chosen as the focal participants for this 
study since they would be better able to respond to the research question. The phase 
itself was of relevance because it is associated with changes for both learners and 
teachers in teaching that involves a significant transition from the foundation phase. In 
the intermediate phase, learners start to rotate from one subject to the next, they have 
to sit for examinations for the first time, and their workload and responsibilities are 
increased significantly. Teachers in this phase are consequently expected to adapt 
their pedagogy to a more inclusive approach and furthermore help learners prepare 
for and cope with their new obligations. Teachers in this phase particularly need to 
adapt their pedagogy to 
 
 fully include all learners, 
 
 meet all learners needs and accommodate their different learning styles, 
 
 set good examples of championing inclusive education, 
 
 take leadership in their classroom, and 
 
 prepare the learners for life in high school as discussed in § 1.3. 
 
 
3.4.2 Data collection 
 
In interpretative phenomenological research, the researcher endeavours to analyse in 
detail how the selected participants perceive and make sense of the things happening 
to them. For this purpose, a flexible data collection instrument is required (Smith & 
Osborn, 2007). The required flexibility is provided by interviews that allow for a two- 
way conversation in which the interviewer is able to collect data by asking participants 
questions aimed at learning about their ideas, beliefs, views, opinions, and behaviours. 
The researcher’s chief purpose in a qualitative interview is therefore to see the world 
through the eyes of the participants (Creswell et al., 2017). From the different types of 
interview identified by Creswell et al. (2017), namely open-ended/unstructured, semi- 
structured and structured, the researcher decided upon the semi-structured format. 
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This form of interviewing allowed the researcher and participants to engage in a 
dialogue in which the researcher could not only modify initial questions in the light of 
the participants’ responses, but also probe interesting and important areas or issues 
that came to the fore (Smith & Osborn, 2007). 
 
Six intermediate phase teachers employed by the selected school were involved in the 
research. Provision was made to conduct the research at a time convenient to the 
research participants without disrupting their normal teaching and work schedules. 
 
Creswell et al. (2017) mention seven stages of data collection for conducting a 
qualitative study, and they were adhered to as follows: 
 
 Obtaining permission from the University of Johannesburg to conduct research 
among intermediate phase teachers. 
 Obtaining written permission from the principal of the school at which the research 
was undertaken. 
 Obtaining the research participants’ informed written consent. 
 
 Ensuring that the research would be conducted at a time  convenient  to the 
research participants without disordering their daily teaching and work schedules. 
 Designing interview questions and editing them, if necessary. 
 
 Selecting appropriate intermediate phase teachers as participants for the study. 
 
 Collecting data through individual interview techniques. 
 
 
Figure 3.1 provides an overview of the interview schedule used for collecting the data. 
 
 
3.4.3 Data analysis 
 
McMillan and Schumacher (2006) make clear that qualitative data analysis is 
interpretative in nature since the researcher tries to come to a conclusion by gaining 
knowledge and understanding from the research participants’ views, responses, 
attitudes, and feelings. There are two fundamental approaches to analysing qualitative 





Figure 3. 1:  Interview schedule (see Appendix A) 
 
The primary purpose of the former approach is to allow research findings to emerge 
from the repeated, dominant, or important themes extracted from the raw data, without 
any limitation, whereas in the latter approach researchers impose their own structure 
or theories on the data and then use this format to analyse the interview transcripts 
(Thomas, 2006). 
 
In this study, the researcher employed an inductive thematic analysis approach 
because it facilitated identifying, analysing, and reporting patterns or themes in the 
collected data (Braun & Clarke, 2012). Thematic analysis gives the researcher the 
opportunity to organise and describe the data in great detail (Thomas, 2006). With the 
researcher focusing on unpacking the meaning contained in the collected data, 
thematic analysis smooths the way for making sense of the collective meanings and 
experiences recorded in the data (Braun & Clarke, 2012). The patterns of meaning 
that the researcher identifies should relate to the particular topic and the research 
question. Numerous meanings can be identified in a data set and consequently the 
aim of analysis is to identify all relevant patterns to answering the research question. 
Braun and Clarke (2012) observe furthermore that the inductive approach to thematic 
analysis entails a “bottom up” approach that is guided by “what” is in the data. In other 
words, the codes and themes extracted from the content in the data and “mapped” by 
the researcher during the analysis process will be equal to the content of the data. 
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Regarding the thematic analysis process, Braun and Clarke (2012) distinguish six 
phases: 
 
 The first phase consists in familiarisation with the data by reading and re-reading 
to identify any possible patterns and themes. 
 The second phase involves generating initial codes, meaning that interesting 
features across the data set are coded so that further scrutinisation can relate 
collected data better to each code. 
 The third phase consists in searching for themes by organising codes into possible 
themes and thereafter relating data to each theme. 
 The fourth phase requires reviewing the themes to ensure that they correlate with 
the codes formulated from the data. 
 The fifth phase concerns defining and naming the themes to achieve clarity in 
distinguishing them from one another. 
 The sixth phase of the analysis involves producing the report, in which the 
researcher relates back to the literature and the research question to ensure that 
all data analysed are relevant and nothing significant has been omitted. 
The thematic analysis approach was appropriate for this study as it correlated with the 
researcher’s intention to gain an in-depth understanding of how intermediate phase 
teachers in a special school perceived their inclusive pedagogy. After completing the 
data-collecting process, the researcher transcribed the data and assigned codes to 
the data in their raw form. Then the codes were clustered into topics, categories, and 
themes (Creswell et al., 2017). Figures 3.2 and 3.3 are examples of the transcription 
















Figure 3. 3:  Sample of “mind map” with emerging themes from Teacher 3 






Figure 3. 4:  Mind map of identified themes (see Appendix D) 
 
 
3.5 THE ROLE OF THE RESEARCHER 
 
3.5.1 Aspects of the researcher’s function as research instrument 
 
In qualitative research, the researcher is seen as the “research instrument” in 
gathering data because of being involved in any changes and real-life situations, which 
the researcher needs to record appropriately (Creswell et al., 2017). 
 
The researcher’s role in qualitative research can take either an emic (insider) or etic 
(outsider) perspective (Punch, 2003; Olive, 2014). The emic perspective typically 
attempts to capture the internal meanings of a particular phenomenon under study 
and thus describes an insider’s view of the world. In using this perspective as point of 
departure, the researcher endeavours to understand how others perceive certain 
phenomena or issues (Fetterman, 2008). By attempting to understand others’ 
perceptions, the researcher allows them to describe their own views of the 
phenomenon and then to elaborate on it. An emic perspective is generally associated 
with a phenomenological approach as the researcher is attempting to understand how 
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others feel, think, view, and behave in certain situations. The perspective also allows 
for multiple realities to emerge (Fetterman, 2008). The etic perspective, on the other 
hand, means that the researcher has a more objective point of view and is generally 
associated with assessments based on logical scientific analysis (James, 2014). 
 
As qualitative research is largely a matter of interpretation, the role of the researcher 
assumes pivotal importance. In this study, the researcher was able to share in the 
insider role. An “insider” can be defined as an individual who experienced the issues 
being studied or an individual who has membership in the group that is being studied 
(Leckie, 2008). These characteristics applied to the researcher in this investigation as 
a member of the group that was studied and also in her capacity as an intermediate 
phase teacher employed at the special school serving as study site. An insider stance 
also poses specific challenges to the researcher; e.g., because the researcher is 
known to the participants of the study, they might feel ill at ease in giving forthright, 
authentic feedback about problematic issues and thus compromise the quality of the 
data gathered. On the other hand, in a positive sense the researcher is not an unknown 
quantity to them. 
 
In addition to ascertaining that mutual trust existed with the participants, the 
researcher ensured that the data interpretation was not jeopardised by her own 
perspectives, preconceptions or beliefs. This was achieved by peforming more than 
one iteration in the data analysis. Moreover, the researcher and her supervisor shared 
the iteration of data until they reached consensus about correlation between the codes 
and themes that emerged. The advantages that the researcher could derive from an 
insider stance were 
 
 eliciting rich information from the participants with whom a position of trust could 
be established since they knew her and felt at ease in sharing their views with her; 
 deriving benefit from the convenience of the research site through having easy 
access and saving time; and 
 being able to make a real difference in the selected school by sharing the research 
results to implement changes that might lead to a more inclusive school culture. 
The researcher formed part of the study by asking questions and obtaining an in-depth 
understanding of each participant’s view by interviewing each of them individually. This 
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approach was consonant with the recommendations of Punch (2003), who notes that 
a good qualitative researcher asks probing questions, listens to participants, thinks 
about what is said and asks more questions to achieve a deeper understanding of 
each participant’s perspective. 
 
The researcher also had to fill a tacit role that involved being an administrator and 
research manager as well as ethicist. Being the administrator and manager of the 
research project, the researcher was responsible for implementing certain tasks such 
as preparing instruments (interviews) and selecting an appropriate time and sample 
of participants. Since it was essential to adhere to ethical considerations throughout 
the research project as outlined by Leckie (2008), the researcher ensured that 
 
 all the research participants were informed and protected; and 
 
 the institutions concerned, namely the school at which the research was conducted 
and the University of Johannesburg at which it was registered, approved the 
protocol of the research project. 
 
3.5.2 Researcher bias 
 
In qualitative research, bias can affect the validity and reliability of the research 
findings, and consequently not only compromise the decisions made about them, but 
as Galdas (2017) observes, from the outset also distort and skew the truth in the 
qualitative data collected. In this study, bias was a clear and acknowledged possibility 
as the researcher also functioned as a teacher at the selected school. It was therefore 
necessary to maintain constant awareness of the two main categories of potential bias 
characteristic of qualitative research as described by Galdas: 
 
 Moderator bias can arise in the process of collecting data from the different 
participants. The researcher in the capacity of moderator may wittingly or 
unwittingly prompt or influence specific types of responses by facial expressions, 
body language, tone, age, race, social status, and gender, thus introducing an 
element of bias. Some of these influences are unavoidable, as Galdas points out, 
but they can be controlled when the researcher is aware of them. In this inquiry, 
the researcher remained as neutral as possible while moderating by keeping her 
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facial expressions, tone, and body language neutral during the data collection 
interviews. 
 Biased reporting, as identified by Galdas, can occur if the moderator creates bias 
when reporting the results of qualitative research by allowing personal 
experiences, feelings, wishes, attitudes, culture, and views to influence the 
account. In this study, the researcher aspired to be as “objective” or as unbiased 
as possible by complying with all the strategies for verifying the trustworthiness of 
the research (see § 3.2). The researcher thus endeavoured to remain open-minded 
during the process of data collection, analysis, and interpretation, and discussed 
the study frequently with the supervisor as a critical voice in an effort to minimise 
possible biased analysis, interpretation, and reporting. The researcher also 
furnished the participants with the data for their perusal to ensure that her 




According to Creswell et al. (2017) validity approaches should be applied correctly to 
assure that the results of the research are precise and correct from the point of view 
not only of the researcher but also of the research participants (Creswell et al., 2017). 
Validity in qualitative research, as outlined in § 1.7, depends chiefly on the principle of 
trustworthiness as expressed in the four criteria of credibility, transferability, 
dependability, and confirmability (Hansen, 2006; Myburgh & Strauss, 2015). 
 
Trustworthiness was ensured in this study by making use of semi-structured individual 
interviews with open-ended questions that allowed elaboration and probing for more 
clarity when necessary (Creswell et al., 2017). All the research participants were given 
the opportunity to confirm that the raw data were correct and accurate by means of 
approving the researchers’ notes that were taken during the interviews (Creswell et 
al., 2017). The involvement both of researchers and participants in this striving for 
verification is necessary because, as Hansen (2006) notes, “qualitative researchers 
assume that to some extent what is perceived as reality is socially constructed and 
that the production of research results is a constructive and interactive process 
involving participants and researchers” (p. 49). The application of the four criteria for 




The concept of credibility is related to the old notion of internal validity in traditional 
research, according to which interpretations are examined see whether they represent 
some type of truth (Hansen, 2006). More strictly, credibility can be defined as the 
accountability for the whole research process  and includes factors such as the 
planning and preparation of the field. Such measures are aimed at 
 
 ensuring that the field is appropriate to the study; 
 
 defining a clear understanding of the authority of the researcher to ensure that no 
harm is done to the participants during the study; 
 keeping notes up to date by means of a reflective journal while observing the 
participants in their workplace; and 
 maintaining control over and managing the data (Myburgh & Strauss, 2015). 
 
In this study, credibility was ensured by obtaining permission from the University of 
Johannesburg to conduct research among the intermediate phase teachers and by 
obtaining written permission from the principal of the selected school. To ensure no 
harm to those involved, the researcher also obtained written informed consent from all 
participants in the study. The researcher explained to them that their participation was 
voluntary and that they were at liberty to terminate their participation at any stage 
without having to provide any reasons or fear any consequences. The researcher’s 
notes were kept up to date and participants were given the opportunity to read through 
the notes after the face-to-face interviews to ensure that all information was accurately 
and correctly recorded. 
 
In addition, all data sets, examples of analysis, and final presentations of the analysed 




In brief, this relates to the generalisability of the results of an investigation (Hansen, 
2006). More specifically, transferability concerns the applicability of the research 
results to similar contexts, which is difficult to achieve in qualitative research on 
account of being derived from relatively small purposeful samples and involving 
interpretation and description. It is consequently expected of the researcher to provide 
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as much relevant information as possible to clarify the field of investigation by 
explaining the participants’ demographics and specific location, and to support the 
results by furnishing direct quotations from the semi-structured interviews as 
substantiation of interpretations (Hansen, 2006; Myburgh & Strauss, 2015). 
 
As qualitative research does not necessitate transferability or generalisability, the 
researcher provided an explanation of all the participants’ demographics, specific 
location, context, and substantiated interpretations by means of appropriate 
quotations from the semi-structured interviews conducted with participants. This 
research study was designed in a way aimed at allowing other researchers to conduct 
similar investigations in different locations or contexts through the detailed 




“The dependability of a research project,” Hansen (2006) states, “is related to issues 
such as suitability of methods, and transparency of methods and analysis. A 
researcher should provide a clear account of the research process, allowing the reader 
to judge the dependability of the research” (p. 49). Careful description of the research 
process is furthermore intended to ensure that other researchers may follow similar 
steps in conducting their own research, meaning that the research method has to be 
consistent and allow other independent researchers to reach similar conclusions or 
findings as the primary researcher (Myburgh & Strauss, 2015). 
 
Dependability in this study was ensured through describing the complete design, data 





Hansen (2006) characterises confirmability as a complex indicator or criterion since it 
requires the researcher to give evidence of some degree of neutrality in research and 
having endeavoured to avoid distorting the reality described. According to Hansen, 
researchers can achieve this by “conducting a reflexive analysis, describing the 
analytic process and by including large amounts of data in any reports” (p. 49). Thus, 
confirmability can be summed up as a chain of evidence that is provided in terms of 
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the whole research process to conduct an audit on the study (Myburgh & Strauss, 
2015). 
 
Confirmability in this study was ensured by the researcher’s meticulous recording of 
all the information furnished by the participants via the semi-structured interviews. 
Confirmability was further pursued through the application of the appropriate citation 
and referencing apparatus. 
 
Adherence to all the criteria for trustworthiness thus enabled the researcher to prepare 
sound foundations for the investigation and to remain within the required boundaries 
of well-grounded methodology and ethics. 
 
3.7 ETHICAL CONSIDERATIONS 
 
The researcher obtained permission from the authorities in the Department of Basic 
Education along with the principal of the selected school before instituting the 
research. The University of Johannesburg’s Ethics Application Form was completed 
and submitted for ethical approval before the research was embarked upon. The 
consent forms (see Figure 3.5) were carefully considered and planned before being 
submitted to the participants to satisfy them that their participation would accord with 
sanctioned research and ethical principles. Permission was obtained from the 
participants that interviews could be recorded if necessary, and they were informed 
that such recordings would be restricted to verifying the accuracy of the notes taken 
by the researcher during the interviews. 
 
The participants were properly informed about the nature and purpose of the study, 
and were provided with the researcher’s contact details to obtain any further 
clarification that they might need. They were also assured that their identity would be 
protected and that the required ethical procedures had been followed during the 
research process to protect their privacy and maintain confidentiality throughout the 
study. The researcher also clarified that participation in the study was entirely 
voluntary and that participants were at liberty to withdraw at any time if they felt ill at 
ease or experienced any form of emotional stress, without having to fear any negative 
consequences. The participants were furthermore assured that all the information 
gathered from the study would remain confidential and anonymous. Finally, all the 
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participants and principal of the school would be able to access and approve the 









Figure 3.5:  Example of the consent form (see Appendix E) 
 
3.8 CHAPTER SUMMARY 
 
Because this investigation was rooted in the lived experience and perceptions of 
participants in a social context, an interpretative phenomenological approach informed 
the research paradigm, research approach, research design, selection of participants, 
data gathering approaches and procedure, and data analysis techniques. This 
methodology was considered most suitable for obtaining a better understanding of the 
way in which participants derived meaning from their surroundings, and how such 
meaning could influence their behaviour. As qualitative research is largely an issue of 
interpretation, the role of the researcher as “insider” and “research instrument” was 
considered in relation to the attendant advantages and challenges. Trustworthiness is 
a pivotal concept in qualitative research and its determining features were discussed 
according to the criteria of credibility, transferability, dependability, and confirmability 
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as pursued in this investigation. Finally, the ethical requirements for a study of this 
nature were explained as they were applied in practice to this inquiry. 
 
The next chapter is devoted to the consideration of the data analysis and its results. 
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CHAPTER 4: 







The purpose of this study was to explore and describe teachers’ perceptions of their 
inclusive pedagogy in a special school. Against the background of the literature review 
in Chapter 2 and the explanation of research methodology in Chapter 3, it is now 
possible to turn to the analysis and discussion of data collected. 
 
4.2 CONTEXT FOR ANALYSIS 
 
A brief recapitulation will serve to contextualise the presented research, which was 
conducted at a government special school in the Johannesburg region that represents 
learners from diverse backgrounds and cultures. Employed as an intermediate phase 
teacher at the school, the researcher developed an interest in the intermediate phase 
teachers’ perceptions of their own inclusive pedagogical approaches. The school was 
selected as the site for the inquiry as it was convenient because of facilitating easy 
access, saving costs and time, and allowing for purposive selection of participants. 
Only intermediate phase teachers were selected as this phase introduces learners to 
numerous changes and adaptations in transitioning from the foundation to the 
intermediate phase. 
 
4.3 ANALYSIS PROTOCOL 
 
Thematic content analysis was used for exploring the qualitative data collected from 
the individual interviews since it is an appropriate instrument for identifying themes 
and categories inhering in the data (Thomas, 2006). To understand the intermediate 
phase teachers’ perceptions of their inclusive pedagogy in a special school, an 
inductive thematic analysis approach was used as detailed in § 3.4.3 in accordance 
with its framework of six phases, summed up in Table 4.1. 
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1 Familiarisation with the data 
2 Generating initial codes 
3 Searching for themes 
4 Reviewing potential themes 
5 Defining and naming themes 
6 Producing the report 
 
 
In the discussion of the themes, abbreviations were used to identify each participant 
and enumerate the lines in the respective transcribed interviews (see Table 4.2). 
 
 





















Teacher 2 T2 
Teacher 3 T3 
Teacher 4 T4 
Teacher 5 T5 
Teacher 6 T6 




After the data had been analysed and presented to the supervisor of the study for 
review, the codes and categories were reviewed and emerging themes were identified. 
A total of three main themes with thirteen relevant subthemes emerged (see Table 
4.3). 
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Table 4. 3:   Summary of themes and subthemes 
 
 
THEMES AND SUBTHEMES 
Theme 1: Perceptions of special schools as inclusive environments 
Respecting diversity and championing uniqueness 
Creating inclusive learning environments 
Special schools and learners in them 
Teachers as professionals in a special school 
Theme 2: Constraints to implementing inclusive pedagogy 
Teacher risk aversion 
Emotional strain 
Family as barrier 
Teacher preconceptions 
Articulated prejudice 
Theme 3: Enablers for implementing inclusive pedagogy 
Teacher growth 
Teacher satisfaction 




4.4 RESULTS OF THE THEMATIC ANALYSIS 
 
In the following discussion of the themes that emerged from the analysis, verbatim 
data are furnished to support and validate the results and the interpretations under 
each theme. The interviews were conducted in Afrikaans to make participants feel at 
ease with their preferred medium of communication, but all quotations from the data 
presented in this text were translated into English for easy reading. Each subtheme 
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section opens with a discussion of generic insights as presented in the literature, after 
which the discussion turns to exploration of the findings of this investigation. 
 
4.4.1 Theme 1: Perceptions of special schools as inclusive environments 
 
General perceptions of special schools need to be touched upon before the views of 
participants in this study can be considered more closely. Inclusive education 
envisages the creation of an embracing environment that will respond to the diversity 
of learners by addressing the various barriers that may exclude some of them from 
engaging in and having access to quality education (Donohue & Borman, 2014). An 
inclusive environment emphasises and supports the need for all schools to become 
more inclusive in their values, ethos, culture, policy, and practice, as Donohue and 
Bornman explain. However, most learners who are characterised as having special 
educational needs and who are in school, have most likely been accommodated in a 
“special school” (Hudson, 2013). This term in itself carries negative connotations 
because of misunderstandings and prejudicial feelings. An open-minded view will 
reveal that what sets a special school apart from a general school are factors already 
discussed in § 2.3.2. In a special school, 
 
 smaller class sizes facilitate more opportunities for one-to-one (individual) 
assistance to learners; 
 the work is tailored to learners’ individual needs and adjusted to their own unique 
goals; 
 the special-needs learners are among their peer group with similar needs as they 
have and thus do not feel as if they are different – an environment in which it is 
easier to make friends; 
 personnel (teachers and other professionals) normally have an excellent 
understanding of the different needs of the learners and have knowledge on how 
to support each of them; 
 the progress of learners is carefully tracked and monitored, with mostly strong 
bonds with parents; and 
 teachers are highly qualified by having specialised training in special education. 
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Special schools, like their mainstream counterparts, must teach the national 
curriculum (adapted and adjusted as necessary) and use the assessment procedures 
(Donohue & Borman, 2014). They also have the same duties and responsibilities 
towards the learners in their care. However, special schools tend to have higher and 
much more specialised staffing levels because of availing themselves of the expertise 
of a range of professionals such as speech and language therapists, occupational 
therapists, and physiotherapists (Tikkanen, 2019). 
 
As discussed in § 1.3, teacher perceptions, including their feelings, beliefs, convic- 
tions, attitudes, and understandings, influence their behavior (Combs, 1958). In 
general, people understand their own views of their current environment and 
experiences by differentiating them from previous experiences. According to Touw et 
al. (2015), they assess their situation based on the views and judgements they 
acquired over time, and these unique views and judgements form part of their 
construct system. Such a system is not unalterable, however, but is adjusted 
constantly as people experience new situations and events. Regarding teachers, 
Touw et al. continue, it is therefore important to understand the views that they have 
about their learners since these views may influence the teachers’ expectations of 
their learners and consequently the way that they relate to and treat them. Donohue 
and Borman (2014) point out that regarding learners with special needs, the majority 
of learners, parents, and teachers perceive that their needs are too significant to be 
accommodated in a regular classroom. 
 
The challenge to implement a more inclusive approach in special schools when these 
schools and special-needs learners may still be viewed from a “deficit-approach” 
(Donohue & Borman, 2014), poses an even greater necessity for teachers in special 
schools to be willing to examine their former beliefs and practices and to do whatever 
is necessary for transforming their classrooms into a more inclusive learning 
environment (Hay & Beyers, 2011). It can be accepted that inclusive education evolves 
constantly and that the nurturing of more welcoming, learner-friendly education 
environments beneficial to a wider range of learners should remain the goal (Hay & 
Beyers, 2011; Shevlin et al., 2009). 
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For their pedagogical approach to be effective, as Sole (2019) observes, teachers 
must ensure that the approach they use is appropriate for the specific school and class 
(see § 2.5). Effective pedagogy is often context based and therefore teachers need to 
be able to make contextual adaptations to their teaching approaches. They require a 
deep understanding of the differences among learners and their ability levels in order 
to adapt their instruction and teaching activities so that the needs of all their learners 
can be met (Sole, 2019). According to research, the quality and effectiveness of 
teaching constitute an important aspect of how learners learn and can have a positive 
impact on their academic success; in brief, effective teaching and classroom 
organisation lead to better learner outcomes (Tzivinikou & Papoutsaki, 2016). 
 
Considering what appears to be a straightforward formula for teaching success, 
Tzivinikou and Papoutsaki (2016) comment that learners who are characterised as 
having learning disabilities or disorders usually demonstrate a different way of learning 
in comparison with other learners. Teaching learners with special needs in one or more 
areas such as verbal expression, reading, writing, or mathematics can be a challenge 
for any teacher  (Tzivinikou & Papoutsaki, 2016). Thus, it is required of special 
education teachers to deliver high-quality preparation and specialised planning in 
order to assist learners in reaching their own unique goals. For teaching to be effective 
in a special school or when working with special-needs learners, Tzivinikou and 
Papoutsaki state, it is important to include individual achievement, individual progress, 
individual learning, and directed remedial instruction as every learner is unique and 
has his or her own capabilities. 
 
DISCUSSION OF FINDINGS 
 
It is in the framework of the above insights from previous investigations that the data 
of the present study can be assessed. The analysis of the data for this investigation 
suggested that teachers used different methods of teaching in their classrooms in 
striving to accommodate all learners they teach. Teacher 2, for example mentioned 
that she used “different methods in class” (IT2, L39), and that when “one method of 
teaching is not working you try the other” (IT2, L27–28). Teacher 2 reasoned that this 
was needed because she wanted “them to learn through seeing, writing, hearing, 
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reading” (IT2, L45). She also indicated that she attempted to “adapt the work to the 
level of the learners’ understanding level” (IT2, L48–49). Teacher 5, on the other hand, 
appeared to decide on a strategy dependent on what she was occupied with at that 
moment [“It all depends on what I’m busy with that will determine the approach I take”] 
(IT5, L75), and to ensure that she kept “the instructions short and clear to avoid their 
becoming confused” (L76). 
 
The results of the analysis indicated that the teachers had an idea of what inclusion in 
the classroom meant. Teacher 1’s understanding of inclusion was that it touched upon 
making provision for the variety of learners in the classroom [“that in your entire 
handling of the class you need to provide for a variation of children, perhaps”] (IT1, 
L11–12). Teachers 2 and 5 viewed inclusion almost in the same light as Teacher 1 
since they suggested that inclusion was a setting in which all learners were included 
(irrespective of race, language, level), and in which teachers and learners worked 
together in the learning process. Here, the following substantiations were relevant: “It’s 
teaching that includes all learners” (IT2, L22); “Teachers and learners work together 
so that everyone participates in the learning process” (IT2, L22–23); “will be to include 
every learner irrespective of the level they are working on, irrespective of race, 
language, disability in the classroom” (IT5, L4–5). 
 
Teacher 3’s understanding of inclusion was broader than focusing only on the 
classroom regarding inclusion, as she viewed inclusion as an entire school that 
catered for and possessed the capacity to accommodate learners with physical and 
cognitive impairments [“if perhaps you have those with learning impairments and those 
with physical impairments in one school, and how schools deal with this”] (IT3, L6–7). 
 
The teachers in the study also tried to implement working one-to-one with their 
learners, but this was only implemented when a learner did not understand or seemed 
to struggle with work. Teachers 1, 3 and 5 mentioned that they would explain the work 
to learners again  individually (one-to-one) in order to help them if they did not 
understand the work. Substantiating data were as follows: [“quickly explain it to you 
(learner) again, and you (teacher) try to help them individually”] (IT1, L163); “I try one- 
to-one or give more time to the learner” (IT2, L27–28); [“you see, they come to my 
desk”] (IT3, L101); [“I’ll sit down with him and again explain from the beginning. I’ll then 
go and help him individually”] (IT5, L80). 
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The term “inclusion” can be understood in numerous ways, but a central element is 
that the diverse qualities of every community are valued. Inclusion is consequently not 
an issue that only schools have to deal with, but rather involves the child, the parents, 
and the community as a whole (Shevlin et al., 2009). Because children develop 
holistically, they require support such as good nutrition and protection to maintain their 
health in their overall learning (Voko et al., 2014). A child’s parents are viewed as the 
initial and natural teachers as they provide for their child in the natural environment 
(Shevlin et al., 2009). By definition, parents are the most insightful and best-informed 
“specialists” for assessing the needs and development of their children since they have 
intimate knowledge and a unique viewpoint (Voko et al., 2014). 
 
Teachers who understand that learners’ experiences are unique, value the different 
developmental elements that may require special care and are willing to find different 
ways of uniting learners who exhibit special needs with their social and academic peer 
group (Voko et al., 2014). As teachers become more aware of the child’s 
achievements, it becomes evident to them that a child’s development and academic 
performance are interlinked. In this way, they begin to recognise the need to educate 
a child as a “whole” or holistically (Voko et al., 2014). Through using a holistic 
educational approach, schools should aim at creating “whole” individuals who are well 
balanced in their vision on life and their understanding of themselves in correlation to 
the world (Varun, 2015). 
 
Holistic education honours life and all experiences, whether good or bad. Since it is a 
contentious issue, holistic education can for the purposes of this study be defined as 
education that “focuses on the fullest possible development of the person, 
encouraging individuals to become the very best or finest that they can be and 
enabling them to experience all they can from life and reach their goals” (Marshman, 
2010, p. 3). Holistic education fundamentally holds that people learn through 
everything that they do and by performing self-reflection will be able to understand 
themselves better and become stronger individuals (Varun, 2015). Since schools form 
part of learners’ developmental process, they can assist learners in becoming holistic 
individuals by offering more hands-on projects and opportunities, catering for a wide 
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variety of different abilities, developing problem-solving and critical-thinking skills, 
focusing on collaboration by introducing opportunities for group work, integrating 
community service and work into the daily curriculum, and lastly assessing learners 
fairly according to the set goals and their learning experiences (Disipta, 2019; Varun, 
2015). 
 
The primary goal of education should be to promote the child’s social, emotional, 
cognitive, and ethical development (Voko et al., 2014). In this endeavour, education 
will not only prepare children to be well-educated citizens who can be productive in 
the economic system, but also nurture them holistically to be more conscious within 
their own communities and ingrained ecosystems, as Voko et al. (2014) explain. 
According to these researchers, the pursuit of a more holistic educational approach 
requires that educational environments and encounters should be adapted to the 
developmental needs of each individual, rather than the individual having to adapt to 
the environment. 
 
In schools today, learners are grouped according to commonly agreed categories 
guided by the chief principle of what is ordinarily available will perforce meet the needs 
of most learners, while acknowledging that there will be some learners who may 
require something additional or different from what is ordinarily available. This, as 
Florian (2015a) remarks, is described as the “bell-curve” model that operates by 
sorting leaners according to their abilities and norm-referenced tests. These sorting 
practices often set the base at which individual learners are defined as eligible for 
identification as having additional or special needs. Florian sees the primary aim of 
inclusive pedagogy to consist in replacing traditional approaches in which learners are 
identified as having further needs over and above to what is ordinarily available. This 
is not to say that inclusive pedagogy denies individual differences, but that it views 
them as an ordinary aspect typical of the human condition. Hence, inclusive pedagogy 
is perceptive of and sensitive to reforming the constraints on learning that are often 
unintentionally placed on learners regarded as “less able”. In Florian’s view, inclusive 
pedagogy seeks to accommodate learners that are seen as different by increasing 
what is ordinarily available to all learners, thus providing an alternative to the bell-curve 
approach. The power of inclusive pedagogy lies in reducing inequality in opportunities 
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to learn by decreasing the marginalisation that can occur when some learners are 
treated differently from others (Florian, 2015b). 
 
Teachers’ ability to implement a variety of educational strategies depends on their 
confidence in catering for the diverse needs presented by their learners (Voko et al., 
2014). Therefore “differentiated instruction” as embodied in inclusive pedagogy is a 
flexible approach to teaching in contrast to the straitjacket of “one-size-fits-all” (Shevlin 
et al., 2009). Supporting holistic development in essence thus means accepting and 
honouring the diversity of every learner by unlocking potential through inclusive 
practices and pedagogies. In this way, cooperative and interactive learning activities 
are created to foster acceptance and inclusiveness (Vonofako, 2017). 
 
DISCUSSION OF FINDINGS 
 
The data from this inquiry reflected that only a few teachers had an idea or 
understanding of what pedagogy truly means and entails. Teacher 1 gave a well- 
rounded explanation of how he perceived pedagogy as the process according to which 
the teacher almost took over from the parents in guiding the learner through different 
processes so that the learner would be able to become self-reliant [“an entire process 
where this child enters into this world, uhm... where you take the child by the hand and 
lead him/her through the various processes, where the school enters into the proces 
and where the school actually takes over from the parents in certain respects, and 
where the child is guided towards readiness to venture out on his/her own ”] (IT1, L87– 
90). To Teacher 4, pedagogy was all about how a child had been brought up: “It’s all 
about how to raise children, and to educate them” (IT4, L50). Teacher 5’s under- 
standing of pedagogy constituted a combination of what Teachers 1 and 4 said in 
viewing pedagogy as a child’s whole upbringing and not only education in a specific 
subject [“It’s the entire uhm... upbringing of the child and not only a specific subject”] 
(IT5, L33–34). Furthermore, this participant thought that pedagogy did not only include 
only the school, but also the child’s manners (i.e., comportment), life skills and the 
things not learned at school specifically [“It includes the child in his/her entirety, it’s 
not only the school. It’s also manners and, yes, life skills; it’s not only about what they 
learn here ”] (IT5, L36–37). 
 
It was also evident in the data collected that it was important to the teachers to create 
a warm environment in which learners felt welcomed, but which did not exclude some 
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structuring. Teacher 1 mentioned that learners must see that the teacher was also 
human and wanted to help them [“I think they must notice the human aspect in you 
and that you’d like to help them, the positive approach”] (IT1, L147–148). Yet, the 
learners also had to be aware of some restrictions in order to build some form of 
structure within the classroom [“They must realise that there are certain boundaries”] 
(IT1, L149). In contrast to Teacher 1’s view, Teacher 3 was more focused on the rules 
within the class: “We have class rules and according to that he [the learner] is 
penalised” (IT3, L80–81). The discipline that she had in mind involved separating all 
the learners with behavioural problems from one another [“then I split up the 
behavioural problems from one another”] (IT3, L88). 
 




As discussed in § 2.3.2 and the introduction to the current section, special schools 
cater for special-needs learners by educating them in such a way as to accommodate 
their individual differences as well as their unique special needs (Weicker, 2012). What 
sets a special school apart from a general school, in brief, is that 
 
 a special school is better equipped to deal with each learner’s specific learning 
needs (teachers as well as specialists); 
 attendance of a special school may help learners improve their confidence and 
self-belief as they are among peers who are the “same” as them; and 
 teachers tend to give more time to complete activities while using an adapted 
curriculum, more flexible and smaller classroom environments, as well as providing 
more individual attention. (Weicker, 2012) 
The learners in a special school share common characteristics, although like all 
children they have unique strengths and weaknesses (Lovin et al., 2004). Special- 
needs learners are inclined to be more passive learners because of their previous 
experience of finding learning as challenging (Brillante, 2005). They have low 
motivation for active participation because of their reinforced feelings of anxiety and 
low self-worth (Powell & Powell, 2011). Consequently, these learners should be given 
the opportunity to engage actively in learning to allow them to build on their conceptual 
knowledge while the teacher offers them continuous support in developing these 
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essential skills. Special-needs learners should also be engaged in “making mistakes”, 
since mistakes should be valued as part of their learning (Brillante, 2005). 
 
Often special-needs learners also experience problems with attention and will 
therefore benefit more from a structured, consistent environment in which teachers set 
out clear expectations to learners about their learning (Lovin et al., 2004). Because 
special-needs learners struggle with attention, they are also more likely to have 
difficulty with time management and transitions (Powell & Powell, 2011). 
 
Retentive memory is another aspect that may cause learners with special needs to 
experience difficulties (Lovin et al., 2004). It seems that the motto of these learners is 
“here today, gone tomorrow” (Brillante, 2005). Therefore, teachers should purposefully 
link new knowledge to the knowledge that learners have already acquired, as this will 
allow them to “hook” new information to old concepts for easier retrieval in the future 
(Lovin et al., 2004). 
 
Problems with language can also hinder learning for many special-needs learners. 
Language assumes special importance in education as it is used to mediate people’s 
reality and helps them to organise, categorise, reflect, and respond to input they 
receive from their life world. As a means to reduce language problems and direct 
learners, teachers can use structured writing activities with guiding questions (Powell 
& Powell, 2011). 
 
While there are challenges in teaching special-needs learners as seen above, there 
are also many positives since these learners add to the diversity in the classroom as 
a life-enriching reality (Armstrong, 2012). Despite the new strengths that special-needs 
learners can bring into the classroom, however, teachers often focus more on what 
these learners lack and what they cannot do instead of their strengths and what they 
are good at (Armstrong, 2012). More research is emerging on the numerous strengths 
of special-needs learners, for example those with dyslexia who demonstrate an 
increased spatial ability, learners with ADHD who are creative thinkers, and learners 
with autism spectrum disorder who have better systemic capabilities. It is also 
proposed that learners with intellectual disabilities are overall socially more charming 
and warm towards others (Brillante, 2005). 
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Special-needs learners achieve more in an environment in which they are expected to 
do more (Armstrong, 2012). According to research, it was evident that when teachers 
expected more of their learners, their achievement increased. The opposite also 
proved to be true, which poses a danger when learners are placed in a special school 
environment in which the potential for stigmatisation and self-criticism is intensified 
(Armstrong, 2012). Teachers also tend to treat these learners as if they were “less 
able”; however, in an inclusive classroom, special needs learners have the opportunity 
to experience what it is like to be considered “normal” (Brillante, 2005). In creating an 
effective classroom, teachers need to construct a learning environment that provides 
variety in the ways of presenting learning content, and involving and assessing 
learners. This process is beneficial to all learners as they have different ways of 
learning (Ware et al., 2011). 
 
Research has indicated that the brains of learners with special needs develop stronger 
neural connections in a richer learning environment (Armstrong, 2012). In the 1960s, 
a study on rats in different environments disclosed that those of them which lived in a 
more inclusive and richer environment had more dendrites extending from of their 
neurons, whereas those in a more excluded environment had fewer neurons 
connecting to other neurons. From this study it was extrapolated that all leaners, 
including special-needs learners, could benefit from an optimal learning environment 
(Armstrong, 2012; Brillante, 2005). Semrud-Clikeman (2010) has concurred with this 
view and has even posited that learners with special needs in an enriched environment 
may well accomplish more than “bright” learners in an impoverished one. 
 
In a publication of the National Academies of Sciences, Engineering and Medicine 
([NASEM] 2018), How people learn II, it has been proposed that teachers should move 
away from the deficit model when working with special-needs learners and instead 
view them as possessing a combination of distinctive assets that they bring to the 
classroom. It is suggested that people learn better when they are aware of their own 
learning and can direct it while engaging in activities that pose a challenge. It is thus 
important for teachers to provide enough support to their learners in order to be 
successful as teachers, as well as encourage and allow their learners to take control 
of their own learning (NASEM, 2018). 
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Inclusive education will not succeed unless teachers are willing to put in effort and time 
into creating an ideal classroom environment (Ware et al., 2011). To accomplish this 
goal, teachers need to find out as much as possible about their learners’ strengths, 
talents, and abilities (Brillante, 2005). It is important for teachers working with special- 
needs learners to identify their strengths, as this will facilitate the development of 
learning strategies that will help learners succeed in their school, personal, and social 
life (Armstrong, 2012). 
 
When teachers regard a child with special needs as an asset, the teachers’ willingness 
to work hard to help the learner in succeeding will be greater (Armstrong, 2012). For 
teachers to be successful in implementing inclusion in their classrooms, they should 
address the social environment in the classroom by maximising learners’ positive 
interpersonal communication while minimising negative communication (Ware et al., 
2011). 
 
Presenting special-needs learners with positive role models who also have special 
needs can nurture a sense of self-acceptance about being different (Armstrong, 2012). 
As learners learn about great individuals with special needs such as Temple Gradin 
(autism) and billionaire businessman Richard Branson (dyslexia), or other successful 
people in their own community with special needs, they may begin to understand that 
having a special need does not define who they are but rather represents only one 
aspect of their lives. When practising full inclusion in the classroom from the beginning 
of learners’ schooling experience, teachers are helping all of them to form attitudes of 
acceptance, tolerance, kindness, and human possibility that will resonate into future 
generations (Ware et al., 2011). 
 
DISCUSSION OF FINDINGS 
 
Regarding the subtheme of the role of special schools and their learners, the data 
revealed the existence of smaller classes as stated by Teachers 1 and 3 [“there are 
smaller classes”] (IT1, L44); [“the smaller classes”] (IT3, L27). Teacher 5 mentioned 
that because the school had fewer learners in each class, a more intimate classroom 
environment prevailed [“We have an intimate little class”] (IT5, L66). Smaller 
classroom sizes allowed each child to be seen as a unique individual with the ability 
to learn rather than just being a “number” among the rest of the learners: “Every child 
or learner has, or is regarded as someone with, an ability to learn” (IT4, L15). 
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The data reflected that the teachers in this special school taught their learners using 
an adapted curriculum. This allowed the teachers more flexibility in employing time as 
they were not forced to complete certain topics at a specific time, as stated by 
Teacher 3 [“We now have the adapted curriculum but we are not obliged to complete 
it; so you are quite relaxed about getting through the curriculum”] (IT3, L27–28). 
Teacher 5 stated that the adapted curriculum also gave learners the opportunity to 
receive learning on their “level” [“They receive tuition at their level, or are supposed to 
get tuition at their level”] (IT5, L25). Every learner was accommodated in the process 
of learning because of the adapted curriculum as mentioned by Teacher 2, “in a way 
that every learner is accommodated in the teaching and learning process” (IT2, L6). 
 
As stated in the theory discussion in Chapter 2 (see § 2.3.2), what makes a special 
school so “special” is that there are more specialised personnel who work alongside 
the teachers in assisting learners with their specific needs. In the data findings, it was 
reported by Teacher 3 that because the school had specialists such as a speech and 
occupational therapist, it included “more” and was better able to help learners than 
mainstream schools could [“I think that we include even more because we are able to, 
such as speech therapy, and we have OT (occupational therapy)”] (IT3, L12). Teacher 
1’s view was that it would be more beneficial to the learners if there were more 
specialists on site that could be more involved with all the learners on a permanent 
basis [“also that we need to get more individual specialists such as e.g. school 
psychologists, who can in the end actually be involved permanently”] (IT1, L283–284). 
 
It was mentioned in § 2.3.2 that teachers were attracted to working in a special school 
if they possessed specialised knowledge about special-needs learners because of 
training in the field. However, in the selected school, three teachers reported that they 
had just “landed” at this school without possessing appropriate training or 
qualifications for employment at a special school. Teachers 1 and 3 stated that they 
did not choose to come to this school but that the opportunity had just come to them 
[“had actually just landed here”] (IT1, L4); “I didn’t choose, it just came to me” (IT3, 
L21). Teacher 4 mentioned that she had never planned on coming to a special school 
[“So I never planned to ever arrive at an LSEN school, but I did”] (IT4, L4). In her case, 
the school needed a choir teacher and after only volunteering to help out she stayed 
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on for almost five years now [“They needed a choir teacher here, and then I came 
here, and so I’ve been here now for five years already”] (IT4, L7–8). 
 
The presence of the learners in the special school could in the teachers’ view be 
attributed to various causes. As stated by Teacher 1, the learners in a special school 
did not necessarily have a lower intellect than learners in a mainstream school, but 
because of challenging behaviour and certain personal problems were not able to 
keep up with their peers in a mainstream school [“I think that there are even 
behavioural problems, which means that they aren’t necessarily intellectually weaker, 
but even better, but because of certain problems they just couldn’t keep up in the 
mainstream”] (IT1, L19–21). Teacher 3 saw these learners as having a learning barrier 
[“That’s why they are here because they have a learning barrier”] (IT3, L36), whereas 
Teacher 5, similar to Teacher 1, mentioned unspecified various reasons for these 
learners’ falling behind [“They’re only children who have fallen behind for various 
reasons”] (IT5, L52). 
 
The characteristic of special-needs learners that stood out the most to the teachers 
was expressed best by Teacher 3, who stated that the learners could not remember 
well from one day to the next [“I think that they can’t remember properly from one day 
to the next”] (IT4, L57), and as soon as the teacher thought that something had been 
accomplished with them they would just as soon forget what they had been taught 
[Then they forget it again as soon as you think you’ve achieved something with them”] 
(IT4, L59). As stated by Teacher 1, special-needs learners could be impulsive [“they 
are impulsive”] (IT1, L65) and appear to be lacking in motivation about their academic 
work [“I think that at many levels there’s a lack of motivation”] (IT1, L99). This 
participant also found it perturbing to consider the number of learners in the school 
who were on medication for impulsivity [“how many of them are on pills, it’s 
frightening”] (IT1, L63–64), as well as seeing the effect of medication on their 
behaviour in groups [“a group of them together and you see the reaction”] (IT1, L63– 
64). 
 
Although the teachers in this special school experienced some difficult characteristics 
presented by special-needs learners that made it challenging to teach them, the 
teachers also reported that they possessed positive characteristics that brought about 
a sense of gratification in teaching them. Teacher 1 mentioned that teachers should 
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still view  these learners as unique individuals with strengths irrespective of the 
challenges they might be experiencing [“I think everyone is an individual, one must 
see them as an individual, and everyone has strengths, irrespective of the time at 
which he/she may have learning difficulties”] (IT1, L115–116). He noted, moreover, 
that these learners had beautiful personalities and could be highly competitive [“lovely 
personalities who are strongly competitive”] (IT1, L118). 
 
The view of Teachers 2 and 3 views corresponded with that of Teacher 1 in that they 
reported on the strengths that these learners could present when the work had been 
adapted: “The strength is (that) if work is adapted, all of them have a strength” (IT2, 
L26–27). A strength that Teacher 3 experienced was that some of these learners were 
very keen on learning [“there are a few children who are terribly keen”] (IT3, L59). 
Teacher 4 also experienced that the learners had strengths and demonstrated 
ingeniousness with other things than academic pursuits [“nifty with all sorts of other 
things”]. (IT4, L48). She elaborated slightly more on the type of strengths, such as 
being good at dancing and singing [“possess great talents, for example singing and 
dancing”] (IT4, L66), or at being creative in drawing and painting [“some of them are 
wonderfully talented at drawing and painting – creative, awesomely creative”] (IT4, 
L78–79). 
 
An overarching positive aspect as experienced by teachers was that they could see 
potential in their learners. As echoed by Teachers 3 and 5, these learners had potential 
[“there is potential”] (IT3, L76); [“there is potential”] (IT5, L50). With provision of the 
correct support as noted by Teacher 6, these learners could surpass their own 
expectations: “I think with the right support and motivation they can exceed their own 
expectations” (IT6, L41–42). 
 




Teacher professionalism is ubiquitously acknowledged as an essential characteristic 
of being a teacher (Kramer, 2003). Defining teacher professionalism seems elusive, 
but it is generally agreed in the literature that teachers as professionals must at least 
possess and demonstrate specialised knowledge, skills, and dispositions in their 
specific field of teaching (Creasy, 2015). Knowledge about the content, as well as 
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instructional methods, is seen as an important aspect of a professional teacher’s 
resources in supporting meaningful learning. Similarly, professional teachers are 
expected to embody specific dispositions for teaching, which are often equated with 
“professionalism” (Creasy, 2015). Teachers as professionals are also expected to use 
this knowledge to make educational judgements, to use their specialised skills in 
unique situations, and to adhere to specific standards expected of the profession 
(Brehm et al., 2006, as cited in Creasy, 2015, p. 23). 
 
Brehm et al. (2006, as cited in Creasy, 2015, p. 23) have posited three broad criteria 
for professionalism applicable to the teaching profession, namely professional 
boundaries or obligations, professional behaviours and dispositions, and professional 
responsibilities. Professional boundaries are regulated by law, specifically by the 
South African Council for Educators (SACE) in South Africa, which also prescribes 
strict codes for professional conduct such as 
 
the teacher’s acknowledgement that his/her professional duties occur within a co- 
operating context, that the teacher behaves in a way that increase the dignity and 
status of the teaching profession, the teacher stays up to date with educational trends 
and development, the teacher promotes ongoing teaching and learning within the 
profession, the teacher refrains from any contravention of the regulations of the 
Republic of South Africa relevant to the Code, the teacher refrains from being in 
possession of any intoxicating, illegal and unauthorised substances such as 
alcohol/drugs, the teacher refrains from keeping any dangerous weapons in the school 
premises, and the teacher refrains from any and all illegal activities (SACE, 2020). 
 
Professional behaviours and dispositions include building and maintaining appropriate 
relationships at all levels, modelling appearance of attitudes associated with the 
profession, evincing a belief in learner potential, and demonstrating responsibility to 
the profession, school, learners, and the community (Brehm et al., 2006, as cited in 
Creasy, 2015, p. 1). The vision that teachers have for themselves, their learners, and 
their school can become a reality when they begin to realise what impact their “voices” 
can have (Jill, 2013). Teachers are seen as natural leaders who can give advice on 
various affairs and should be provided with training in leadership skills as this may 
benefit teacher quality, increased learning of learners, educational reform, and 
opportunities for professional growth (Jill, 2013). 
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The demand to acquire and develop certain standards and criteria for all professions 
has intensified competitiveness in the work environments of today, as Demirkasimoglu 
(2010) has observed. Consequently, the standards and qualifications with which 
teachers must comply have become more complex as they need to improve in order 
to be respected as professionals by other occupational groups and organisations. 
Although teachers may be viewed differently from other professionals by not receiving 
the acknowledgement due to them, they are arguably the single most important 
individuals in directing the success of learners (Demirkasimoglu, 2010). It takes time 
and dedication to become a professional teacher as it entails a process of attaining 
highly specialised skills and expertise. 
 
Sockett (1993, as cited in Tichenor & Tichenor, 2005) has proposed the following five 
crucial elements of professionalism for teachers: 
 
 Character refers to teachers’ patience, determination, courage, and respect for the 
learners. 
 Commitment to change refers to teachers’ willingness to change, and their striving 
to improve and adjust. 
 Subject knowledge refers to teachers’ depth of knowledge, their understanding of 
what they teach, and their skills to teach in an effective way. 
 Pedagogical knowledge entails more than subject knowledge and relates to the 
“hows” of teaching, such as classroom management, how to deliver the curriculum 
to learners, and effective questioning. 
 Working relationship beyond the classroom refers to teachers’ characteristics that 
allow them to work with parents, other professionals, the public, and fellow staff 
members. 
Professionalism can be demonstrated by teachers’ constant self-reflection on the 
effectiveness of their instruction (Pang & Park, 2003). They should engage in 
continuous professional development, which involves becoming aware of their own 
learning needs and how to apply acquired knowledge and skills to the benefit of 
student learning (Postholm, 2012). Pang & Park (2003) further suggests that teacher 
learning is situated and socio-cultural. In this learning process, the notion of “proximal 
development” (Vygotsky, 1978) is pertinent as it acknowledges the value of assistance 
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by competent other teachers in the context in which the teacher functions. In the 
current study, the context of the special school required specific professional 
knowledge, skills, attitudes, and indeed continuous development opportunities. As 
stated earlier, self-reflection (metacognitive processes) enhanced teachers’ ability to 
understand themselves, how they learn and think, and the strategies and methods to 
be used to assist learners (Postholm, 2012). This translates to reflecting on own 
practice and methods, and the need to adapt them to the unique needs of each learner 
(Flavell, 1987, as cited in Postholm, 2012). 
 
Teachers are attracted to the “teaching” profession because of its moral 
underpinnings. To enable teachers in developing strategies to accomplish their moral 
goals, they will need to become agents of change (Clarke, 2017), who, as classroom 
teachers, decide to initiate action in improving their own teaching to support their 
learners’ learning to go beyond the classroom (Van der Heijden et al., 2016). In their 
capacity as change agents, teachers display the following characteristics: 
 
 They have ambition and an inner drive to learn. They are lifelong learners eager to 
learn from and through their work, and continually search for information and ideas 
about more effective ways of improving their learners’ learning. 
 They are skilled in teaching and demonstrate mastery through being effective 
teachers. 
 They understand both the subject matter and a variety of learning strategies that 
they apply to promote their learners’ learning and achievement. 
 They are competent in their expertise, knowledge, and skills, which they use to 
make a difference in learners’ lives. 
 They can be distinguished by how they practise their profession by being positive, 
committed, and accessible teachers who are eager about education and the 
teaching profession. 
 They are passionate and inspiring teachers whose aim it is to inspire their learners 
to become passionate about their own work and learning. (Van der Heijden et al., 
2016; Van der Heijden et al., 2018) 
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The teachers of the future must actively improve the conditions for learning in their 
immediate learning environment (Pillay, 2017). Teachers who influence and enact 
change have been considered necessary participants in the evolution of the education 
system (Jill, 2013). Because of the significant influence that teachers exert on the 
learning environment by fulfilling a critical role in the success of their learners, it is 
particularly important to acknowledge their skills, training, characteristics, and 
knowledge in a special school (Pang & Park, 2003). 
 
DISCUSSION OF FINDINGS 
 
Professionalism in the teaching profession, as expressed in the data by Teacher 5, 
was about truly caring and being willing to put in extra effort [“And you must really have 
a teacher who cares, who’s prepared to do a little extra”] (IT5, L53). This participant 
also suggested that when one became a teacher you had a certain idea about how 
you could make a difference, considering that a teacher normally started with “nothing” 
and made something out of that “nothing”. It was built into a teacher to see how you 
could transform the group of learners in front of you into a better group at the end of 
the year in their academic pursuits. [“You don’t just become a teacher when you can’t 
see how to make things better, and my idea of a teacher is that you always start with 
nothing and you always make something from nothing. So, if you’re really a teacher 
then it’s inbuilt to want to see whether you’re going to better this group at the end of 
the year. If you work with them like that, perhaps they’ll be able to do it”] (IT5, L159– 
162). Teacher 1’s view correlated with that of Teacher 5 as he also perceived teachers’ 
role as urging learners on and helping them in the learning process [“It’s my task to 
spur on the child with special needs”] (IT1, L76). Teacher 1 further remarked that it 
was indeed possible to find teachers who truly fitted into the system, were accepted 
by it, and performed very well with this type of learner [“Where you find teachers who 
really fitted into the system and who were accepted in the system, and who do very 
well with these children”] (IT1, L48–49). 
 
Being a professional is about having knowledge that is not restricted to subject and 
pedagogical knowledge but also encompasses knowledge about the learners you 
teach. As mentioned by Teacher 5, it was necessary for teachers to familiarise 
themselves with the background of their learners as this could assist them in knowing 
how to work with each learner and becoming more aware of possible barriers, 
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strengths, home environment, support systems, etc. [“If you don’t go and read and 
understand the children’s files, where they come from, and you don’t have all the 
information, it may happen that you exclude that child”] (IT5, L10–11). 
 
4.4.2 Theme 2: Possible constraints in implementing inclusive pedagogy 
 
According to the Longman online dictionary, constraint can be defined as “something 
that limits your freedom to do what you want” (“Constraint”). The concept thus relates 
to restriction (Procter, 1978) or the existence of a barrier, which the APA Dictionary of 
Clinical Psychology defines as “something that restricts, impedes, or blocks progress 
or the achievement of an ultimate objective or end. In psychological contexts barriers 
are mental, emotional, or behavioral limitations in individuals and groups” 
(VandenBos, 2013, p. 62). 
 
Although inclusive education or teaching is based on human rights and the values of 
non-discrimination, equity, and dignity, its implementation is still very slow and limited 
in South Africa, as noted by Andrews et al. (2019). Various researchers have identified 
different issues that may act as barriers in the implementation of inclusive education 
or teaching. Andrews et al. have distinguished the following limiting factors: 
 
 First, the curriculum is restrictive in being limited, content focused, subject to 
inflexible time frames, and bound to a prescriptive design. 
 Second, socioeconomic challenges and the lack of resources in schools constitute 
significant obstacles. 
 Third, teachers’ negative attitudes towards inclusion and their low self-beliefs may 
hinder inclusive teaching. The negative attitudes of parents can also be included 
as a limitation. 
 Fourth, teacher education may pose a hurdle since not all teachers have an 
adequate training or educational background because of shortcomings in some 
programmes that are disconnected, too theoretically bound, and focused on a 
deficit-oriented approach to learning difficulties. Even if many newly qualified 
teachers have indeed attended effective courses on inclusive teaching, they may 
still fail to put theory into practice. 
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 Fifth, different ideas of inclusive education and special-needs teaching methods 
create confusion among teachers and compromise the implementation of inclusive 
education or teaching. 
It is assumed that when these constraints are addressed, schools may become more 
inclusive (Andrews et al., 2019). However, problematic issues that came to the fore in 
this investigation were risk aversion, emotional job demands, family difficulties, 
teacher preconceptions, and articulated prejudice. 
 




Risk aversion is the likelihood of avoiding risks and less reliable options, and people 
with a high risk-aversion tendency will choose a more secure option even when it holds 
lower expected value (Ayaita & Stürmer, 2020). According to Daniel et al. (2015), 
teachers or individuals in any educational profession are disposed to be more risk 
averse than the general population. In comparison with private-sector employees, for 
example, teachers receive an unexceptional monthly salary but also additional 
perquisites such as good health benefits, a pension, and job security. It is thought that 
these elements could attract risk-averse individuals to the teaching profession (Daniel 
et al., 2015). 
 
There are numerous reasons for a person’s avoidance of risks, such as personality, 
culture, and knowledge, whereas risk preference is seen as a personal, underlying 
trait (Daniel et al., 2015). According to Ayaita and Stürmer (2020), there are indications 
that an individual’s risk aversion may be negatively related to a willingness to try out 
new practices and ideas in the workplace. 
 
DISCUSSION OF FINDINGS 
 
It was evident from the data findings that some of the participants were averse to taking 
risks. As reported by Teacher 3, she considered herself to be timid when it came to 
taking risks [“I’m a bit of a scaredy-cat (‘bangetjie’), I think”] (IT3, L141). However, she 
was willing to take a risk when she felt confident and if she was familiar with the area 
[“If I’m confident and it’s a direction familiar to me, I’ll quite take the step, but if it’s like 
something I know nothing about, I’d rather sit and look before I leap”] (IT3, L141–143). 
Teachers 4 and 5, too, reported that they would be prepared to take a risk, but only 
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after having contemplated it: [“I’ll take a calculated risk”] (IT4, L182); [“Very calculated. 
I’ll contemplate a matter first before just doing it”] (IT5, L98). 
 




Tuxford and Bradley (2015) have distinguished three elements characteristic of 
emotional job demands, namely dealing with situations that are emotionally 
demanding, managing one’s own emotions, and meeting other people’s emotional and 
social needs: 
 
 The demand of dealing with emotion-laden situations involves being exposed to 
emotional interactions, events, and circumstances that could awaken strong 
emotions and consequently require demanding emotional work. Daily, every 
teacher is confronted with many different emotionally demanding situations such 
as difficult learners, altercations on the playground, and confronting parents, to 
name just a few. The demands of a teacher’s job can therefore often relate to 
emotional exhaustion. 
 The demand of managing one’s own emotions involves emotional labour, which 
can be defined as regulating one’s emotional expressions and feelings to meet the 
organisational rules regarding the display of emotions. This kind of demand occurs 
in the teaching profession when teachers feel unmotivated and have to motivate 
themselves, or when they need to reappraise learners’ misbehaviour by focusing 
on explanatory circumstances. 
 The third kind of emotional demand is emotional work when behaviour is employed 
to refine the emotional welfare of others with the aim of developing harmonious 
and positive social relationships. Emotional work is thus a conscious, goal-directed 
act. The teaching profession involves numerous relations that require teachers to 
maintain high levels of emotional work. Because this entails skill and thorough 
engagement of emotional energy, it tends to be draining and thus exacerbates 
teachers’ emotional exhaustion. Emotional work is often “invisible” and is 
consequently overlooked, although it is the centre of teaching. 
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DISCUSSION OF FINDINGS 
 
The data findings revealed that the teachers in this particular school experienced a 
variety of emotionally straining job demands. The first was learners’ difficult behaviour 
(previously also noted as a barrier to special-needs learners) as mentioned by 
Teacher 2 [“such as the learners’ behaviours”] (IT2, L3). Moreover, Teacher 1 noted 
that many of these learners were on medication to help them cope with their behaviour 
[“their behaviour, and so many of them are on pills””] (IT1, L64). 
 
The second demand that the teachers experienced as stressful was the diversity of 
learners in their classrooms. Teacher 5 thought that the different backgrounds and 
learning needs of various learners could at times be challenging [“I think it’s only that 
you get children with different backgrounds, which sometimes makes it difficult”] (IT5, 
L21–22). She also felt that some learners could actually be affected negatively by 
inclusion because of the different levels of age and intellectual ability that had to be 
accommodated in the same classroom by a single teacher who must assist all. One 
teacher was not enough for coping with the number of learners and their variety of 
needs and backgrounds: “I think the children are disadvantaged because now they’re 
saying inclusion, but your children with disabilities are so different, and so many 
different levels of age are forced into one class; you can never do with one teacher 
and so many children” (IT5, L138–140). This was also experienced by Teacher 2, who 
mentioned that in a special school there were more learners needing one-to-one 
attention. This was challenging to the teacher as there were still too many learners in 
the classroom with too little time to attend to all of them: “More learners need one-to- 
one; so, if you have more learners it becomes also a difficult challenge for us to deal 
with one learner – moreover, it is 30 minutes a period, it’s short” (IT2, L36–37). 
 
Teacher 4 experienced that while the teacher tried her best to help the learners who 
were struggling or had fallen behind, the others who could actually have advantaged 
from the teacher’s customary attention and the lesson were neglected as they had to 
wait for those being helped to catch up [“You give them (struggling learners) attention 
and the (other) kids who could actually have gotten a little more from you now suffer 
a bit on account of that, since you now you have to help them (too) a little to come up 
to speed”] (IT4, L21–22). She also noted that the learners with a high demand on 
attention made it impossible for the teacher to carry on with customary duties as 
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constant involvement with these learners were required [“You can’t sit at your desk 
and carry on with something; you need to be involved constantly”] (IT4, L85–86). 
 
The third stressful demand singled out by the participants was the emotional side of 
teaching special-needs learners, which Teacher 4 typified as draining [“even if there’s 
a lot of emotional exhaustion, really”] (IT4, L11–12). It was challenging to remain 
patient with these learners after having repeated something to them several times and 
finding it necessary to reiterate it yet again [“It’s a challenge to be patient with them. 
Once you’ve said something, you need to repeat it again and again and again”] (IT4, 
L115–116). 
 
The fourth demand experienced by the teachers was some learners’ indifferent 
attitudes to their academic work. Teacher 5 mentioned that she found it easy to help 
learners who asked for it but could not do much if a child lacked volition [“Children who 
don’t want to. I can gladly help a child who wants to, but if a child doesn’t want to, 
there’s not much you can do”] (IT5, L57–58). She noted that there were learners in the 
school who just did not “want to”; i.e., who lacked the motivation to put in some effort 
[“We have children who don’t want to”] (IT5, L60). This observation could be linked to 
Teacher 6’s comment that these learners were quick to lose attention when it came to 
their academic work: “They lose interest and concentration” (IT6, L44–45). 
 




The involvement of parents in schools has long been regarded as an important aspect 
of effective education (Bastiani, 1989). There is evidence in numerous research 
studies that parent involvement can be of great value for all children (Baker, 1997). 
According to Ntekane (2018), the involvement of parents in their children’s learning 
process can improve academic performance, reduce absenteeism, and re-establish 
parents’ confidence in their children’s education. Furthermore, learners whose parents 
were involved in their school experienced higher marks in tests and examinations, had 
better social skills, and demonstrated improved behaviour. 
 
Parental involvement in children’s education relates to a direct concern with and 
involvement in their children’s school and learning process by making sure that their 
children are assisted and supported effectively in this process. It also involves parental 
100  
communication with their children in order to build a healthy relationship with them 
(Clinton & Hattie, 2013). Parental involvement holds various benefits not only for the 
child but also for the school, teachers, and parents themselves by 
 
 helping with the successful implementation of inclusive educational programmes; 
 
 improving parent-teacher relationships, teacher morale, and the school climate; 
and 
 improving parents’ confidence in their own education as well as their satisfaction 
with their parenting (Shourbagi, 2017). 
Evidence furthermore indicates that parental support contributes significantly to the 
development of learner’s positive self-regard to the extent that is statistically related to 
their academic achievement (Chohan & Khan, 2010). An effective parental role in 
learners’ education have an improving self-efficiency for their learning, their 
perceptions on personal control over their academic work, as well as their self- 
regulatory skills and knowledge (Gwija, 2016). 
 
However, whereas educated and sensible parents always encourage their children 
and give proper guidance in school-related matters, illiterate and economically 
deprived parents may lack understanding of their children’s educational needs and 
even compromise their learning opportunities (Gwija, 2016). The manner in which 
parents view their role in their children’s education is therefore critical (Baker, 1997), 
since the effectiveness of parental involvement is dependent on beliefs, perceptions, 
social context, and family circumstances. Parents who believe that they are only 
responsible for taking their children to school and that teachers will do the rest, will 
most likely not be actively involved in either school- or home-based activities (Hornby 
& Lafaele, 2011). Moreover, if parents believe that they lack the required abilities to 
assist their children or feel that they cannot communicate effectively with teachers, 
they will in most cases avoid contact with the school (Bastiani, 1989). A past negative 
experience with their children’s previous school, for example, or having experienced 
either learning or behavioural difficulties themselves when they were at school can 
contribute to parents’ lack of confidence (Baker, 1997). Parents’ perceptions can 
consequently pose a barrier: if they feel that they are not valued by the school or 
teachers they are less likely to get involved (Bastiani, 1989). 
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Familial circumstances may also play a determining role in parental involvement in 
and support for their children’s education, as Hornby and Lafaele (2011) have found. 
The dynamics of the family exert a direct influence on learners, for example when 
single parents or parents with a large family may find it difficult to get involved because 
of their caretaking responsibilities. Work situations can also play a role – on the one 
hand, unemployed parents may lack the financial means, whereas on the other hand 
parents with jobs may lack the time for home- and school-based involvement (Hornby 
& Lafaele, 2011). 
 
DISCUSSION OF FINDINGS 
 
According to the data findings, family background can play a role in learners’ 
attendance of a special school. As stated by Teachers 1 and 3, some of the parents 
were on the same intellectual level as their children, who therefore ended up in a 
special school [“Often with some of the children at our schools the parents are at the 
same level, and thus the children end up where they are”] (IT1, L41–42); [“the parents’ 
children are here for a reason and this often originates from the parents”] (IT3, L190– 
191). Teacher 3 added that teachers could not expect the parents of these learners to 
help them as they were perceived as not having the ability to assist [“But academically 
I don’t think you can tell the parents (to assist), but (because) the parents are not able 
to help the child”] (IT3, L192–193). 
 
The family as a whole – including their perceptions on life, their beliefs and views about 
the learner, as well as others – could influence the learner negatively and be seen as 
a barrier, as stated by Teacher 1: “I think the background, the home from which a 
learner comes, is sometimes a barrier. Instead of being the supportive stimulation for 
the child, this is often a barrier” (IT1, L70–L71). Moreover, the “approach of the 
parents, the approach of the family members, remarks about the child, often ruin self- 
image and create the impression in him, or make him aware of his limitations, that he 
can’t think ahead” (IT1, L107–109). 
 
Despite the presence of familial challenges, it was evident that the participants 
perceived the principle of parental involvement with learners as important. Teacher 2 
mentioned that one could see the difference in a learner’s academic work when a 
parent was involved in respect of progress or the lack of it: “Parent involvement is very 
important; seeing that the way parents are involved, the work with that particular child 
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is progress ... When a learner’s parents are not involved, the learner seems to struggle 
more” (IT2, L52–54). 
 
In practice, the participants considered the general level of parental involvement in this 
school as not acceptable. According to Teacher 4, it was good to have parents 
involved, but those at this school seemed to lack real commitment [“It’s good to obtain 
parental involvement, but I think they’re not always interested”] (IT4, L257–258). The 
parents at this school had to be stimulated by something to show any interest [“There 
must be something to trigger their interest, so I think they’re actually slacking”] (IT4, 
L258), since they mostly attended only “selected occasions” (IT4, L259). In 
Teacher 5’s opinion, some parents at this school did not care to be involved although 
it was very important for them to be engaged, especially with this kind of learner [“With 
us (the school), you have parents who don’t care at all. Not in the least, and actually 
you need parents who are involved with the child”] (IT5, L41–42). 
 




Preservice teachers enter the teaching profession with conceptions that they 
developed previously; that it is to say, preconceptions that can also be described as 
“world images” (Wubbles, 1992). These preconceptions can turn into misconceptions 
that could in time influence teachers’ beliefs about education (Cohen et al., 2018). To 
some extent, teacher preparation initiatives should help preservice teachers in moving 
forward from their uninformed beliefs towards accepting more justifiable views about 
teaching, learning, subject content, and learners (Cohen et al., 2018). 
 
Teachers with preconceptions make judgements before they have even experienced 
a certain group (Pang & Park, 2003). Thus, when teachers harbour negative beliefs 
about learners before entering the classroom, their selected strategies, curriculum, 
and policies may be compromised from the outset. The misconceptions that teachers 
hold about their learners can also lead to decreased teacher expectations (Pang & 
Park, 2003). Preconceptions about special-needs learners in particular constitute a 
real risk and should be addressed. Since teachers may be unaware of such 
preconceptions, they should pre-empt them by critically considering their beliefs to 
prevent compromising their teaching of certain learners (MacFarlane & Woolfson, 
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2013). Ashby (2012) cautions that in teaching special-needs learners, teachers should 
guard against preconceptions and strive towards a “strengths-needs-based approach” 
aimed at focusing on what learners are able to do and how to support them. By 
concentrating on learners’ strengths, teachers can build a positive learner profile that 
will in turn take precedence (Ashby, 2012). 
 
DISCUSSION OF FINDINGS 
 
The data findings suggested that preconceptions did indeed colour some participants’ 
views not only about the learners themselves, but also their families. This did not, 
however, mean that the participants were insensitive to the needs of their learners. 
The first preconception was that special-needs learners were not seen as “normal” 
children. According to Teacher 3 the learners in this school had a drawback in life in 
comparison with “normal” children and therefore required assistance [“They have a 
drawback in life in comparison with a normal child, don’t they? ... They need help in 
overcoming that barrier”] (IT3, L42–45). She also suggested that these learners were 
not able to grasp things as easily as their peers in mainstream schools (learners 
viewed as “normal”) and that they needed medication to be able to cope [“They are 
not like an ordinary child who learns more easily and can remember all sorts of things 
and is without pills and can cope without pills”] (IT3, L44–45). Teacher 3’s view was 
shared by Teacher 4, who perceived these learners as having something “heavy” or 
burdensome to cope with – thus almost seeing them as victims who need to overcome 
something [“most of the time our kids have something heavy to deal with”] (IT4, L97– 
98). 
 
The second preconception was that special-needs learners desired to have bound- 
aries [“our children seek boundaries, they want their boundaries”] (IT3, L96), which 
they needed if disciplinary problems were to be prevented, as stated by Teacher 3: 
“As soon as they don’t have boundaries, you’re also stuck with disciplinary problems” 
(IT3, L96–97) . 
 
The third preconception related to learners’ academic potential. According to Teacher 
4, the learners she taught lacked academic potential [“the children I teach don’t have 
academic potential”] (IT4, L53) and were unable to perform academically [“I think they 
can’t, I think they can’t”] (IT4, L55). Nevertheless, she also felt that although teachers 
could not influence these learners academically, they might reach them at a personal 
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level and make an impact on their future lives: “You can’t really at this school, I think 
that academically you can mean precious little to the children, but at a personal level 
you could perhaps with a few children make a lasting impression that may take them 
further one day” (IT4, L31–33). 
 
It should be noted at this point that a preconception as a notion lacking foundation in 
evidence does not necessarily contain the dismissive attitude associated with 
prejudice. 
 




Prejudice is a preconceived opinion or assessment that is made with no apparent clear 
supporting facts or information that have been acquired over time. It develops in 
particular when experience causes a sense of anxiety owing to difference being 
encountered. When confronted with such unfamiliar situations, people tend to respond 
with prejudice (Amodio et al., 2002). It should furthermore be noted that such 
preconceived opinion is, explicitly defined, invariably dismissive to a greater or lesser 
degree because of being 
 
a negative attitude toward another person or group formed in advance of any 
experience with that person or group. Prejudices include an affective component 
(emotions that range from mild nervousness to hatred), a cognitive component 
(assumptions and beliefs about groups, including stereotypes), and a behavioral 
component (negative behaviors, including discrimination and violence). They tend to 
be resistant to change because they distort the prejudiced individual’s perception of 
information pertaining to the group. Prejudice based on racial grouping is racism; 
prejudice based on sex is sexism (VandenBos, 2013, p. 447). 
 
Like all people, teachers also hold prejudicial beliefs about other individuals as well as 
groups based on culture, language, gender, race, and social class, as noted by Pang 
and Park (2003). Having their roots in a larger system of racism and a prejudiced 
society in which teachers live, such beliefs can act as stumbling blocks in teachers’ 
development since their racial attitudes affect their beliefs about their ability in teaching 
and reaching out to a certain group of learners. Pang and Park (2003) further agree 
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that ethnic prejudice in particular is predominantly negative as people often use 
defective overgeneralisations when viewing others. 
 
Kumar (2018)  too confirms that teachers’ expectations about their learners can 
influence learners’ academic success. With positive attitudes, teachers are more likely 
to be socially responsive and attentive to their learners, more willing to tailor their 
instructions to cater for their learners’ needs, and often more successful at making 
their lessons more meaningful and contextually relevant (Kumar, 2018). On the other 
hand, low expectations about learners can result in little effort being made to help 
them, with lower academic performance being the result. Most often it is seen that 
learners from disadvantaged social groups such as learners from minority groups, the 
disabled, and females suffer from teacher prejudices, which in turn leads to low 
expectations of these learners’ abilities (Kumar, 2018). 
 
DISCUSSION OF FINDINGS 
 
It was evident from the findings that one teacher was prejudicial towards other races. 
Teacher 3 mentioned that the school was in a frantic state when non-white learners 
started entering schools [“and then the black kids began to come in and it was rough”] 
(IT3, L22–23). She also referred to non-white learners whose home language was 
Afrikaans and that they could actually perform well in the Afrikaans subject [“I thought 
that Coloured people would out-achieve others because they were Afrikaans, but no”] 
(IT3, L67–68). However, because of their attitude [“very negative”] (IT3, L66) they did 
not perform as well as expected. 
 
It was also found that a preconceived view existed about the difference between 
special schools and mainstream schools. Teacher 1 felt that mainstream schools 
placed the learners whom they experienced as behaviourally difficult in special schools 
just to rid themselves of their “problem”, or so it seemed [“I often think, uhm, that they 
use the LSEN, uhm, setup, to move out children whom they could not handle as a 
result of behavioural problems”] (IT1, L22–23). Teacher 3 also had a prejudicial view 
about mainstream schools, but from an angle contrary to the previous one. In her 
opinion, the only reason that mainstream schools held back on their learners was that 
they wished to swell their enrolment numbers, but not to the best interest of learners 
[“I think that’s why we are getting fewer children because the mainstream schools are 
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holding back (retaining) more of their children, also because of numbers, not so? ”] 
(IT3, L7–8). 
 
4.4.3  Theme 3: Possible enablers in implementing inclusive pedagogy 
 
Although the term “enabler” is more often than not considered negatively as referring 
to a person “who passively permits or unwittingly encourages negative behavior in an 
individual” (VandenBos, 2013, 206), it is used in this investigation as meaning “to make 
it possible for someone to do something or for something to happen” (Procter, 1978). 
The APA dictionary of clinical psychology fails to define “enabler” in the positive sense, 
but it does furnish a second interpretation of “enabling” as “the process of encouraging 
or allowing individuals to meet their own needs and achieve desired ends. A therapist 
attempts to enable clients to believe in themselves, have the confidence to act on their 
desires, and affirm their ability to achieve” (VandenBos, 2013, p. 206). The APA 
dictionary furthermore links enabling with the concept of “empowerment”, which entails 
“the promotion of the skills, knowledge, and confidence necessary to take greater 
control of one’s life, as in certain educational or social schemes” (p. 206). It is this 
approach which was considered specifically appropriate to the current investigation 
regarding the role of teachers in an inclusive education environment. It should be 
noted that in this study, “enabler” will in most contexts be used to mean “a facilitating 
factor” as implied by Procter’s (1978) definition. 
 
A successful inclusive school will depend on the attitudes, shared values, and 
communication of the principal, teachers, and other staff members. Teachers are seen 
as playing an essential part in the implementation of inclusive education as the onus 
is on them whether inclusion will be successful or not, as noted by Maseko and 
Fakudze (2014). These researchers have identified the following elements that enable 
inclusive teachers to attain their goal: 
 
 Pivotal to empowering teachers in their efforts to implement inclusive education is 
adequate training. Through this, teachers will acquire the skills and knowledge that 
will help them with inclusion in their own classrooms, which will in turn be beneficial 
to their learners. 
 Although teachers play an important role themselves, they also need support from 
their principal, fellow teachers, and outside forces such as the district educational 
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authorities. An important factor in shaping positive teacher attitudes towards 
inclusion is receiving support from specialists – such as the occupational therapist 
or psychologist at the school – when working with different learners. 
 The mindset of teachers is critical in enacting inclusive education, since they 
should have a positive and open mindset towards change and adaptability. To be 
successful and stay successful in inclusive education, teachers should adopt the 
mindset of lifelong learners by attending workshops, reading books, journals and 
other sources, and making use of technology to stay informed in the field. 
Decisive features of enabling teachers to be positive enablers themselves include 
growth, vocational satisfaction, risk tolerance, and adaptability. 
 




Growing professionally as a teacher is defined by the Teaching and Learning 
International Survey ([TALIS] 2009) as “activities that develop an individual’s skills, 
knowledge, expertise and other characteristics as a teacher (n.p.)” This broad 
definition implies that development can include various ways, whether formal or 
informal, aimed at equipping teachers for their vocation through workshops, formal 
qualification programmes, and collaboration between teachers in the same school or 
different schools. 
 
Developing oneself is important in all vocations as new information, techniques, and 
methods are updated and changed continually (Alstad, 2019). For professionals such 
as teachers, an initial level of education will not be enough to suffice throughout an 
entire career, which makes it essential to develop lifelong learning as a constant 
striving (Djoub, 2018). Teachers who continue to develop themselves have the 
potential to progress and refine their teaching skills, of which there are always new 
ones to attain (Alstad, 2019). By attending workshops and courses, and thus learning 
how to overcome the challenges they face in their classrooms, teachers will gain more 
confidence and remain motivated in a positive thinking space (TALIS, 2009). 
Professional development is about becoming the best-equipped teacher one can 
possibly be and should form part of career development (Djoub, 2018). 
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Weimer (2008) has highlighted four significant approaches that teachers can pursue 
in growth and development: 
 
 Building up better knowledge of one’s content area: When teachers gain more 
knowledge of their subject, their confidence will increase and teaching will become 
easier and more comfortable. 
 Building up practical experience as a teacher (becoming more familiar with how to 
teach): Given the belief that with more experience comes greater confidence, 
teachers can learn by doing – what they practice will allow their natural skills to 
emerge and develop. 
 Building up a range of teaching methods (becoming a skilful teacher): This includes 
the process of obtaining different teaching methods and strategies, which do not 
necessarily come naturally but also include techniques from the outside that 
require effort to ensure success. Strategies can include attending workshops, 
observing other teachers, and pedagogical reading. 
 What works and what does not (becoming a more effective teacher): Teachers 
should actively seek to discover which methods work for them and which do not. 
They must experiment and try different teaching strategies, reflect on the results, 
and formulate feedback on whether their efforts were successful or not. Success 
can be measured according to learners’ satisfaction and achievement, as well as 
the teachers’ comfort and experience while using the method. 
DISCUSSION OF FINDINGS 
 
In the data findings, the teachers observed that they had gained more knowledge from 
working at a special school. Teacher 1 mentioned that since taking up employment at 
a special school he had learned much, although he had found it difficult at the 
beginning: “I have even learned much in the time that I’ve been here, but the beginning 
was a bit rough to me” (IT1, L50). Teacher 6 remarked that had obtained a broader 
view of the type of learners in a special school and gained more knowledge about the 
different learning needs experienced by them: “You also get a bigger view and a better 
knowledge of how to teach different learners having different learning needs” (IT6, 
L25–26). Teacher 2 felt that teaching at a special school was a good career because 
it provided an opportunity for learning more [“OK, teaching in this school is a good 
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career because you learn new things”] (IT2, L2). It was his deliberate choice to seek 
employment at a special school in order to gain more knowledge [“I chose to work at 
a special school to gain more knowledge with the learners”] (IT2, L11). The knowledge 
acquired, as explained by the teachers, was not only about the different disorders and 
teaching styles but also about oneself and how one could improve to become a better 
educator. Teacher 6 summed this striving up as follows: “I really personally enjoy 
teaching at this school. I have come to learn many things about myself and also areas 
I need to improve” (IT6, L5–7). 
 




When teachers are satisfied in their job, it can have numerous positive effects such as 
personal well-being derived from experiencing less stress that would in the long run 
result in burnout. Moreover, as Toropova et al. (2020) have found, learners feel better 
when their teachers are more content. Satisfied teachers will offer higher instructional 
quality, provide better learning support to their learners, show more commitment to 
their job, and be less inclined to leave the teaching profession (Toropova et al., 2020). 
 
As Toropova et al. (2020) point out, working conditions in schools are essential to 
ensuring job satisfaction since they exert an influence on teachers’ motivation, 
effectiveness, and overall satisfaction, which in turn can influence the learning 
opportunities of the learners. Key factors that facilitate quality work from teachers are 
an attainable workload, adequate resources, collaboration between colleagues, 
opportunities for further development, support from the principal, and a voice in 
decision-making (Toropova et al., 2020). 
 
DISCUSSION OF FINDINGS 
 
The data suggested that the participants felt satisfied in their jobs when they saw 
positive results at the end of the year. According to Teacher 5, the results achieved by 
her learners at the end of the year meant a lot to her as it represented the improvement 
in her learners and that she actually made a difference: “To me, the year-end results 
are to see that I’ve helped the child and there’s a radical improvement; it means a 
great deal to me” (IT5, L17 –18).The same feeling was experienced by Teacher 6, 
who also noted that learners’ year-end results were rewarding as they reflected the 
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work of both teacher and learners: “How rewarding something like special needs are 
at the end of the year” (IT6, L112–113). 
 
Another satisfying element of teaching at this school was an acceptable workload 
because of the smaller number of learners as well as the absence of extracurricular 
activities after school. As stated by Teacher 4, “Your workload is much less” (IT4, L9). 
 
Teachers 6 noted a positive experience of the support given by different staff members 
in the school [“I think I have a good support system at this school, which also makes 
it a pleasant experience at this school”] (IT6, L8–9), and Teacher 5 confirmed 
collaboration among staff as a satisfying element in working at this particular school 
[“Everybody works together”] (IT5, L55). 
 




In education it is important to be open to taking risks as it may present opportunities 
for new strategies, aside from serving as an example to learners on whom future 
transformation depends (Weimer, 2018). When teachers take risks, even only in their 
classrooms, they show learners to use all opportunities and demonstrate that failure 
is a learning experience – a “badge of honor” – and not something that they have to 
avoid at all costs (Harper, 2018). 
 
When schools are open to taking risks and create a space for it, they create a risk- 
taking culture that can be encouraging to both teachers and learners so that they will 
be able to explore new ideas and possibilities (Weimer, 2018). Learning the value of 
failure and putting it into perspective can be motivating to learner participation as the 
risks to fail are in fact reduced (Harper, 2018). 
 
If teachers wish to be innovative in their teaching, it will involve taking risks. Risk-taking 
is necessary when teachers want to ensure that they are meeting the needs of their 
learners, considering that some learners will respond well to one way of teaching 
whereas other will not (Couros, 2015). Although it can be viewed as daunting to some 
teachers at first, in the long run risk-taking in the classroom can have numerous 
benefits for learners, especially in learning to achieve a balance between what one 
already knows and a willingness to try new things. When teachers are serious about 
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serving their learners and preparing them as leaders of today and the future, taking 
risks is not only encouraged but is an essential step (Weimer, 2018). A high tolerance 
for risk-taking will therefore be beneficial to promoting inclusive education by teachers 
as change agents. 
 
DISCUSSION OF FINDINGS 
 
The data findings indicated that three of the six participants were not afraid to take 
risks. Teacher 1 declared that he “was not afraid to take risks and I often run into 
trouble because of it” (IT1, L240). Teacher 2 demonstrated the same attitude: “I do 
take risks. I’m not afraid to take a risk” (IT2, L73). If risk-taking in pursuing a certain 
course of action did not pay off, they would try another way. Teacher 1 remarked on 
the satisfaction of attempting the new: “At least I’ve tried and I’m not afraid to take a 
risk” (IT1, L242). Similar determination was evinced by Teacher 2: “If I take a risk and 
it’s a fail, then I will try other methods” (IT2, L74). 
 
The participants quoted saw taking risks as an opportunity instead of a possible failure. 
This could be beneficial for their learners, as the teachers’ model risk-taking behaviour 
demonstrated that failure was not the end but could be seen as an opportunity to try 
something different. 
 




All across the world teachers are faced with situations in which they need to adapt and 
modify their instruction to meet the specific needs of their diverse classrooms because 
of differences in culture, language, race, gender, and unique learning styles (Vaughn 
et al., 2016). Research has indicated that effective teachers have the ability to combine 
and adapt their teaching methods and materials in order to suit the situation in which 
they find themselves, which is a critical element in producing constructive lessons. 
Adaptable teachers are flexible in their approaches to their instruction and they use 
their spontaneity to engage learners in the lesson (Vaughn et al., 2016). 
 
Theories based on adaptability emphasise that teachers should respect learners’ 
backgrounds, cultures, different experiences of life, and life stories (Vaughn et al., 
2016). Respect and understanding are essential to enabling teachers to create specific 
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adaptions to fit with their learners’ unique and individual characteristics, as noted by 
Vaughn et al. (2016). The main requirements for adaptive teaching entail being 
flexible, developing teacher–learner relationships, and building on learners’ re- 
sponses. Adaptive teaching is about knowing your work and your learners well enough 
to be able to recognise what they need and having the resources to provide it to them, 
but to be a highly effective adaptive teacher also necessitates a knowledge of 
pedagogy (Vaughn et al., 2016). 
 
DISCUSSION OF FINDINGS 
 
Most of the teachers in the particular school viewed change and adaptability as 
important and considered themselves adaptable. Teacher 1 said that he was open to 
change and new ideas [“I am open to approaches and ideas”] (IT1, L175), as change 
provided another perspective for looking at things and new ways to work with learners 
[“other ways to look and other ways to work with learners”] (IT1, L184). Teachers 2 
and 3 expressed a liking for change and were open to it [“I like change; I am 
adaptable”] (IT2, L62), since things could become boring and stay the same without it 
[“I can quite carry on with change, otherwise it becomes so boring”] (IT3, L138). 
Teacher 6 viewed change as positive because it could be good as a holiday [“change 
is good; as they say, change is as good as a holiday”] (IT6, L77). 
 
Participants also appreciated change for its value in stimulating renewal. According to 
Teacher 1, change and the process of renewal were necessary because of allowing 
teachers to ready themselves for different problems that they might encounter and 
enabling them to handle different situations arising from continual change [“adapt in 
such a manner that you can find a solution to the problem, and if we don’t adapt 
continually and fail to bring renewal and change, then we are probably going to 
stagnate and begin to run into trouble in a situation that you can’t handle”] (IT1, L231– 
233). Teachers 2 and 4 shared virtually the same view. The former expressed the 
opinion that teachers needed to change in order to handle situations that were yet to 
occur [“We need change so as to handle the situations that are coming” (IT2, L63), 
while the latter mentioned that teachers should be aware of the fact that they needed 
to change constantly as other things were changing around them [“teacher must be 
aware that you need to change and renew continually”] (IT4, L176–177). 
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4.5   CHAPTER SUMMARY 
 
This chapter was devoted to an analysis of the data, as well as the organisation and 
thematic explorations of the findings. Three main themes were examined in detail to 
clarify the participants’ perceptions about special schools as inclusive environments, 
possible constraints in implementing inclusive pedagogy, and possible enabling in 
implementing inclusive pedagogy. The various subthemes under each main theme 
were presented in such a way as to frame the findings that emerged from the interview 
data against the relevant theoretical background. It was thus endeavoured to facilitate 
a possible correlation between the insights of the available literature and the findings 
of this investigation. In conclusion of this study, the findings as relating to the research 
questions will be considered. 
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CHAPTER 5: 







An overview of the study is provided in this chapter, and the findings are discussed in 
relation to the research question. The conclusions arrived at have been used as a 
framework for recommendations about further exploration of issues that have come to 
the fore in the study. A recapitulation of the structure of this investigation will anchor 
the discussion of the findings: 
 
 Chapter 1 focused on the changes introduced into the South African education 
system after 1994 to facilitate the implementation of inclusive policies aimed at 
equal education for all South Africans. The key issue considered was the way in 
which transformation affected teachers as the primary drivers of change in the 
classroom and school. This concern was also located in a social justice framework. 
 Chapter 2 entailed an examination of the main concepts of inclusive education, 
special schools, inclusive pedagogy, and change agency as interrelated elements 
in the international and national education landscapes. The main principles of 
inclusivity were correlated with transformation in South African schools since the 
mid-1990s, with special consideration of the role of teachers in the implementation 
of policies. 
 Chapter 3 was devoted to a comprehensive discussion of the research design and 
methodology. An exploratory qualitative approach using an interpretative paradigm 
was followed in the study because this investigation was rooted in the lived 
experience and perceptions of participants in a specific social context. A 
phenomenological qualitative design was chosen to explore the research questions 
since this methodology was considered most suitable for obtaining a better 
understanding of the way in which participants derived meaning from their 
surroundings. Purposive selection of foundation phase teachers served as an apt 
technique for identifying information-rich cases to collect data. Qualitative 
interviews were used for data gathering as a flexible instrument for learning about 
the ideas, beliefs, views, opinions, and behaviours of participants. Adherence to 
the  criteria  of  credibility,  transferability,  dependability,  and  confirmability  for 
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trustworthiness was explained, as well as the ethical requirements for a study of 
this nature. 
 Chapter 4 contained the thematic analysis of the data, as well as the organisation 
and thematic explorations of the findings. Three main themes were examined in 
detail to clarify the participants’ perceptions about implementing inclusive 
pedagogy, and various subthemes were presented to clarify linkages between the 
relevant theoretical background and the findings that emerged from the interview 
data. 
The main research question of the study was: “What are intermediate phase teachers’ 
perceptions of their inclusive pedagogy in a special school?” The analysis and findings 
resulting from the exploration of this question are presented below. 
5.2 SUMMARY OF FINDINGS 
 
The perceptions of intermediate phase teachers of their inclusive pedagogy in a 
special school was organised under the following three broad themes (see Table 4.3): 
 
 special schools as inclusive environments; 
 
 constraints to implementing inclusive pedagogy in special schools; and 
 
 enablers for implementing inclusive pedagogy in special schools. 
 
 
5.2.1 Theme 1: Perceptions of special schools as inclusive environments 
 
The exploration of teachers’ perceptions of special schools as learning environments 
indicated that intermediate phase teachers as participants in this study had some 
awareness of inclusion, which they viewed as a teacher’s ability to use different 
teaching methods not only for accommodating their learners but also working together 
with them. The participants commented that they used different methods of teaching 
in class to assist all learners and to provide them with individual, one-to-one help when 
they appeared to struggle with the work. This, as perceived by the teachers, was what 
being inclusive or including all learners in one’s classroom meant. 
 
An immediately noticeable feature of the organisational environment of a typical 
special school is that the classes are smaller. What may not be so evident as the fewer 
learners per class at first sight, however, is that the staff in a special school include 
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not only appropriately qualified teachers but also more specialised staff such as 
occupational therapists, speech therapists, and psychologists. In the school that 
served as the site for this study, it was evident that the classes were smaller, but it 
came to light that some teachers still experienced the smaller numbers of learners as 
a challenge because of their diverse needs, backgrounds, and level of ability [IT5, 
L21–22; IT2, L36–37; T4, L21-22)]. Furthermore, the inability of some of the teachers 
to cope with the range of diversity in the classroom could be related to a lack of 
appropriate qualifications to work with special-needs learners, causing these teachers 
to feel overwhelmed and inadequate [(IT1, L4; IT3, L21; IT4, L7-8)]. According to the 
participants, the learners they taught presented characteristics that made teaching in 
the school more exhausting, such as low motivation (the need to encourage learners 
constantly), difficulty with remembering (the need to repeat instructions more than 
once [IT4, L115–116]), and challenging conduct (learners displaying impulsive or 
hyperactive behaviour [IT1, L63–65]). Nevertheless, the participants reported that 
although learners often displayed challenging characteristics, they also demonstrated 
considerable talents  and strengths (IT3, L59; IT4, L48; IT4, L66; IT4, L78–79). 
Although one participant expressed doubts about the learners’ potential (IT4, L53), 
three other participants were of the opinion that potential existed (IT3, L76; IT5, L50), 
even to such an extent as to exceed expectations (IT6, L41–42). Consequently, at 
least half of the participants felt hopeful and optimistic about teaching these learners. 
5.2.2 Theme 2: Constraints to implementing inclusive pedagogy 
 
Teachers in this study also perceived particular aspects of their work environment as 
constraining when implementing inclusive pedagogy. It was noted from the analysis 
that not all of the teachers were risk-takers and in some cases were even afraid to 
take risks. Some teachers expressed the opinion that they would only take a risk when 
it could be accounted for, which could possibly result in less willingness to change 
personally and therefore constraining change in the school system. 
 
The teachers commented that working in a special school required an awareness of 
the high emotional requirements as learners demanded more from teachers because 
of their different learning styles, abilities, and pace of work. What teachers found 
particularly demanding in the school concerned, was that the learners could not carry 
on with their work on their own, were constantly in need of assistance, were not able 
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to remember basic things from day to day, and, aside from some who displayed 
keenness, were generally lacking in motivation. The teachers felt as if they had to work 
twice as hard when it came to the teaching part of the day, as only a single person 
had to deal with the diverse group of learners in a short period of time. 
 
Parental involvement in this school was reported by the teachers to be poor. This 
reflected in the learners’ lacklustre academic performance, which could have improved 
if their parents were involved. The teachers cited different reasons for parents’ 
unconcern, of which two can be considered especially significant. First, lack of 
personal motivation or volition was important, since it seemed that the parents were 
prepared to involve themselves only in gatherings that aroused their interest, which 
rarely concerned the academic pursuits or problematic behaviour of their children. The 
teachers felt that they could only give and support so much and that the rest should 
come from the parents. A second important aspect that the teachers identified was 
that many parents did not always have the ability to help their children at home as they 
experienced the same challenges as the learners. 
 
The final significant constraint to implementing an inclusive pedagogical approach was 
the teachers’ own preconceptions, mainly about learners’ abilities. The teachers 
expressed the belief that the learners they taught were not able to achieve in academic 
pursuits. This view could be harmful to their learners because of compromising 
teachers’ attitudes and openness in giving every learner a “chance” and opportunity 
to prove themselves. Similar to the way that a “demand characteristic” in a research 
project may cue participants’ behaviour, teachers may also run the risk of having their 
preconceptions turning into “self-fulfilling prophecies” that bring about their own 
fulfilment (VandenBos, 2013, pp. 162, 521). In other words, by departing from the 
premise that learners cannot achieve or are less able to do so, teachers may treat and 
teach learners accordingly and compromise the principles of equity in inclusiveness. 
If it is believed that learners cannot perform, no extra effort will be made to ensure that 
they will succeed. 
 
5.2.3 Theme 3: Enablers for implementing inclusive pedagogy 
 
Several enablers (as facilitating factors) for the implementation of inclusive pedagogy 
in special schools became apparent from the analysis. Enablers ranged from the self- 
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growth experienced by teachers, collaboration and mutual support among staff 
members, and a lighter workload. 
 
The teachers viewed their self-growth and new knowledge acquired while teaching at 
a special school as satisfying. They were of the opinion that they had not only acquired 
a great deal of new knowledge about special needs and different disorders while 
teaching at the school, but had also learned much about themselves, their own views, 
abilities, strengths, and weaknesses. 
 
The collaboration among the different staff members and the mutual support that the 
teachers experienced could also be seen as a satisfying factor in teaching at this 
particular school. 
 
The absence of extracurricular activities after school, as well as smaller numbers of 
learners in classrooms (which reduced not only marking of scripts and assessments 
but also general administration), meant that teachers were able to complete their work 
in school hours. This set them at liberty to complete other essential tasks during the 
afternoons, which made teaching at the special school seem worth it. The extra time 
available in the afternoons also served as an opportunity for the teachers to recharge 
themselves for the next day of work, as they mentioned that teaching special-needs 
learners could be more emotionally exhausting. 
 




The aim of this study was to explore and describe intermediate phase teachers’ 
perceptions of their inclusive pedagogy in a special school. First, their perceptions of 
their role as inclusive practitioners were considered, and second their views of the 
inclusive pedagogy they used. The following conclusions were framed after a thorough 
examination of the different data sources acquired during this research study. 
 
5.3.1.1 Lack of knowledge and appropriate qualifications 
 
As noted in § 2.3.2, what differentiates a special school from a mainstream school is 
that the former has smaller classes and that teachers are better qualified or more 
experienced in dealing with different types of special needs (Eneriz, 2017). In the study 
findings, it was seen that the participants liked the idea of working with a smaller class 
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as this was one of the features that attracted them to employment at a special school. 
However, since most of the participants (five of the six teachers) in this study lacked 
the required qualifications to work with special-needs learners, they were not always 
able to cope with the different needs and behaviour that they had to manage. As 
discussed in § 2.3.2, special-needs learners require a more structured learning 
environment with individually tailored instruction (Cushing et al., 2009) if a special 
school setting is to be a perfect fit for meeting their needs. Although the participants 
at the selected school were not qualified to work with special-needs learners, they 
might nevertheless have found it personally easier to work with smaller classes and 
managing smaller groups of learners. On the other hand, their lack of professional 
knowledge of special-needs teaching theory could be to the detriment of special-needs 
learners who would not be adequately accommodated according to the precepts of 
inclusiveness in the classroom. 
 
5.3.1.2 Preconceptions, perceptions, and views about learners 
 
As discussed in § 4.4.2.4, the preconceptions that teachers harbour can turn into 
misconceptions that may in time compromise their beliefs about education as well as 
their learners (Cohen et al., 2018), which may give rise to ineffective teaching 
strategies (Pang & Park, 2003). Evidence for this appeared in the study findings as 
preconceptions among the teachers about the abilities both of special-needs learners 
and of their parents could be identified as a potential constraint to inclusiveness in 
teaching these learners. The teachers conjectured that special-needs learners were 
“broken” individuals (“not normal”), which could persuade teachers to approach 
learners as “victims” (“without hope”) who should intellectually not be challenged 
unduly. Such perceptions, as Ware et al. (2011) caution, could furthermore undermine 
teachers’ motivation to exert themselves in helping these learners to succeed. As 
discussed in § 4.4.1.3, it is important for teachers working with special-needs learners 
to identify their abilities, strengths, and talents as this will help teachers to develop 
effective learning strategies for promoting learners’ academic, behavioural, and social 
growth (Armstrong, 2012). Irrespective of preconceptions expressed by some 
participants, the perceptions of others reflected an inspired attitude towards learners 
in whom they could see potential and strengths in areas such as the visual and 
performing arts. Thus, some teachers were able to perceive talents as a silver lining 
to what other colleagues saw as a dark cloud. 
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5.3.1.3 Lack of parental involvement 
 
Parents’ involvement in schools, as discussed in § 4.4.2.3, is regarded as an important 
aspect of effective education (Baker, 1997) since it can make a significant contribution 
to a child’s development and self-regard in achieving academic success (Chohan & 
Khan, 2010). In this study, the participants considered parental involvement to be poor 
because of an indifferent attitude to their children’s schoolwork and learning. The 
teachers appeared to be frustrated with the lack of concern from parents since the 
learners were influenced negatively. In the teachers’ opinion, they themselves could 
only do so much on their part to advance learners’ performance, but that the rest was 
the responsibility of the parents. 
 
5.3.1.4 1.4   Aversion to change 
 
As discussed in § 4.4.2.1, there are indicators that an aversion to change or risk-taking 
can be related to the willingness to try out new practices and ideas in the workplace 
(Ayaita & Stürmer, 2020). The majority of participants in this investigation were not 
risk-takers, and the remainder were willing to take only measured risks. Being open to 
taking risks or making changes is important for teachers as it may present them with 
opportunities for undertaking new strategies as an example to learners on whom future 
transformation depends (Harper, 2018; see also § 4.4.3.3). A reluctance to take risks 
could hamper the participants’ openness to change and consequently compromise 
their capacity to enact inclusiveness to the benefit of their learners. If the school itself 
fails to nurture a risk-taking culture, it could accentuate a natural reluctance among 
teachers to take risks and be spontaneous in their classrooms. Only when a school is 
open to taking risks and making changes will it be able to encourage teachers and 




5.3.2.1 2.1   Recommendation for practice 
 
Based upon a careful exploration of the current literature, as well as conclusions drawn 
from the research process, the following recommendations can be made with regard 
to the support of teachers in their knowledge and practice of being more inclusive in a 
special-school environment. 
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TRAINING AND WORKSHOPS FOR EMPOWERING TEACHERS IN A SPECIAL SCHOOL 
 
For the school: As the educational system changes, schools will need to adapt to the 
transition. However, some teachers view the increase in diversity as a challenge 
instead of an opportunity (Howard, 2007). It is therefore recommended that the 
appropriate formal training is sourced by the school to provide the teachers with 
adequate knowledge and skills in dealing with special-needs learners and diversity. 
 
Schools can also consider partnering with different non-profit organisations (NGOs), 
such as the Sunshine Association (sunshine.org.za), which deal with special needs or 
disabilities. The NGOs can provide teachers and the school with relevant support, as 
well as share information and knowledge through training or workshops. The school 
can also in turn refer parents to the relevant NGOs for information, resources, and 
support about helping their children to deal with their challenges and how to cope with 
such challenges themselves. 
 
For the teachers: As explored in Chapter 2, special-needs learners are unique learners 
with their own strengths and challenges, which is not to deny that they share common 
characteristics with all others (Lovin et al., 2004). It is thus important that teachers 
should be aware of the unique ways in which these learners learn and the possible 
challenges that they face in a classroom environment. If the school does not offer 
appropriate enrichment towards enabling teachers to align their pedagogic style with 
the principles of inclusivity to reach more learners, it is recommended that the teachers 
proactively search for external courses and workshops on special needs and 
disabilities. Such courses will be beneficial if they explore the basic concepts, 
challenges, and behaviours presented by special-needs learners, and discuss the 
possible tools and interventions that teachers can utilise in a special-needs classroom. 
 
STRATEGIES FOR IMPROVING PARENTAL INVOLVEMENT IN A SPECIAL SCHOOL. 
 
For the school: As discussed in Chapter 4, absenteeism is reduced among learners 
whose parents and family are involved in the learning process, and these learners 
show not only improved academic performance, but also better social skills and 
behaviour (Ntekane, 2018). However, the findings suggested that the participants 
experienced that the parents of this particular school displayed an indifferent, “couldn’t 
care” attitude about their children’s academic progress and in some cases also lacked 
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the ability or knowledge to support them in their academic work. Such limitations could 
be attributed to various causes such as parents’ personal reluctance owing to inability 
or incapacity, or because of their beliefs, perceptions, own experiences, financial 
issues or other familial difficulties (Baker, 1997). It is thus recommended that schools 
should engage in special efforts to facilitate parental involvement by accommodating 
parents with their work schedules, language, and cultural diversity. Schools can also 
ensure that parents have continuous and regular access to easily comprehensible 
information about their child. 
 
For the teachers: It is recommended for teachers to be more accessible, open, and 
easy to communicate with to encourage parental involvement. Teachers should strive 
to make parents feel comfortable by ensuring that the first contact session with them 
in particular is a positive experience. When dealing with parents, teachers should 
communicate straightforwardly and in plain language, avoiding educational “jargon”. 
 
CHANGING TEACHER PRECONCEPTIONS, PERCEPTIONS, AND VIEWS ABOUT SPECIAL-NEEDS 
LEARNERS 
 
For the teachers: Preconceptions or beliefs can exert either a positive or negative 
effect on teachers’ interaction with their teaching environment and all persons in it. As 
discussed in Chapter 4, teachers’ preconceptions about their learners affect not only 
the learners themselves but also the teaching strategies used (Cohen et al., 2018). 
Various research studies have indicated that teachers who displayed a positive 
attitude towards their learners also engaged in a more inclusive approach to them, 
with more positive results (MacFarlane & Woolfson, 2013). It is thus recommended 
that teachers remind themselves constantly of their learners’ abilities in order to tailor 
their instruction according to their learners’ unique learning capacities (Cushing et al., 
2009). Teachers should also be honest with themselves to guard against holding 
beliefs that may compromise their ability to educate and to form sound relations with 
their learners. Teachers should continuously reflect on their teaching and beliefs 
(MacFarlane & Woolfson, 2013). 
 
ASSISTING TEACHERS IN BEING MORE OPEN TO CHANGE 
 
For the school: It was noted in Chapter 1 that the South African schooling system had 
undergone various changes since the mid-1990s and was still changing as new 
knowledge and ideas were being introduced. Accordingly, all teachers have had to 
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adapt to the changes. With change comes uncertainty, which means that one should 
accept a measure of risk-taking in order to be willing and open to change. The findings 
of the data concluded that the majority of the participants were not eager to take risks 
as they did not feel comfortable with the unknown and would prefer to be in some 
control. Reluctance to take risks because of uncertainty could, however, lead to little 
or no change taking place in the teaching environment. It is thus recommended that 
the school create a teaching culture that encourages high expectations, aspirations, 
and motivation for teachers by allowing them the freedom to take risks and try new 
things in their classrooms (Bromley, 2016). It is important to empower the teachers 
and staff in the school through autonomy. When teachers feel free to explore, are 
comfortable in their own knowledge of the subject they teach, are able to master and 
control high-quality deviation from conventional paths without fear of being criticised, 
enriching learning for both them and their learners is certain to follow. Bromley (2016), 
for example, emphasises that a whole-school culture of excellence is created if 
teachers and learners feel empowered since they will be open to taking risks. 
 
For the teachers: The changes for fundamental, rights-based improvement in 
education internationally and nationally have posed a challenge for teachers to 
embrace change and to transition from their previous ways of doing and being. In brief, 
teachers must be prepared to take on the role of becoming agents of change (Rogers, 
2014; Van der Heijden et al., 2018). In building a classroom culture in which risk-taking 
should be encouraged to equip learners for a future requiring constant adaptation, it 
stands to reason that their teachers should lead the way in demonstrating a willingness 
to experiment with new things. When teachers take risks and, in some cases, even fail 
in front of their learners, they demonstrate that not everything always works as planned 
and prove that one can recover from any situation (Bianco, 2018). Such an experience 
can therefore be regarded as enriching in that people who appreciate change and are 
willing to take risks, value the unstable character of living environments and seek ideas 
for coping with flux in order to reach their desired goals (Fullan, 1993). It is thus 
recommended that teachers build a greater personal capacity for adapting to change 
by nurturing a willingness to take risks. Teachers can enhance what Fullan (1993) 
refers to as “change capacity” by cultivating the four core capacities of: 
 
 personal vision building (examining and re-examining why they came to teaching); 
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 inquiry (enactment of personal purpose); 
 mastery (being effective and achieving deeper understanding); and 
 collaboration (ability to collaborate and be open-minded). 
 
 
5.3.2.2 2.2  Recommendations for using the services of educational psychologists 
 
Educational psychologists fulfil a specialised assistive function at special schools and 
their roles need to be considered along with those of teachers. The scope of practice 
of an educational psychologist includes assessing, diagnosing, and intervening to 
optimise functioning in the learning and development of individuals. Part of their 
responsibility it to advise, design, evaluate, and manage educationally based 
programmes with the ultimate purpose of providing expert opinions (Health 
Professions Council of South Africa, 2017). Because of the strong emphasis in 
education on accommodating all learners in an inclusive classroom, special note 
should be taken of the valuable assistance that educational psychologists can provide 
to teachers regarding problematic aspects of psycho-education. In meeting the needs 
of all learners, teachers should work collaboratively with other professionals as well as 
parents in order to ensure that each learner is supported in the best way possible 
(Mitchell, 2008). Among many other professionals, educational psychologists can fulfil 
a pivotal facilitating function in presenting workshops on special-needs learners and 
various aspects of disabilities. Individual collaboration and consultation will further- 
more allow teachers to gain a better and more comprehensive understanding of the 
needs of their learners and how to deal with them effectively, in particular as viewed 
from different perspectives and fields of expertise. 
 
5.3.2.3 2.3  Recommendations for future research 
 
This study focused on the perceptions of intermediate phase teachers about their 
inclusive pedagogy in a special school. The investigation was predominantly 
explorative in nature and focused on gaining teachers’ perspectives on being inclusive 
in the classroom through the use of their pedagogy. The following recommendations 
for future research opportunities are suggested: 
 
 A survey study could be undertaken to examine teachers’ viewpoints about 
inclusive pedagogy used in special schools in the South African context. Survey 
studies may elicit a wide range of views from different school contexts, and the 
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findings  could  indicate  patterns  of  views  about  what  approach  to  inclusive 
pedagogy is being used. 
 A participatory action research study in several schools in one district could be 
undertaken to arrive at inclusive pedagogy developed by teachers that would be 
contextual, relevant, and novel. Such a study could provide valuable insights for 
other intermediate teachers in special schools across South Africa. 
 Parental involvement and support for intermediate teachers who teach inclusively 
in special schools could be the focus of a comparative study between state and 
private special schools. Such a study may reveal valuable insights into needs, 
abilities, and approaches to involve parents as part of an inclusive pedagogical 
approach in action. 
 
5.4 CRITICAL REFLECTION AND LIMITATIONS OF THE STUDY 
 
The drafting, organising, and implementation of this research study took place over a 
period of approximately 17 months, which was within the time frame that the 
researcher had forecast. 
 
5.4.1 Strengths of the study 
 
The school that served as the selected site of the study proved to be a particular 
strength through being accommodating and willing to participate in the investigation. 
That the researcher and participants were all employed at the school facilitated not 
only practical issues such as the arrangements for interviews, but also provided for a 
familiar environment in which discussions could be held in a relaxed atmosphere. The 
data were therefore generated in an environment that allowed for frank and open 
communication as an enriching element. 
 
With the site serving as a highly convenient setting, another strength of this study was 
the qualitative design approach that allowed participants to engage actively with the 
researcher and therefore provide rich material about their perceptions and views as 
relating to the research question. The use of a phenomenological approach with 
unstructured interviews in turn functioned as a further strength as this allowed the 
researcher to ask more questions when the need arose in order to obtain a better 
understanding, since it provided the participants with the opportunity to express their 
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personal views and perceptions on how they experienced the issues outlined in 
interview questions. 
 
The data were collected in a timely manner. This allowed the researcher sufficient time 
to transcribe the information collected from each interview and return to participants 
when necessary to clarify ambiguities and ensure that misunderstanding of their views 
could be minimised. The timely manner of the data collection also allowed for minimal 
interruption in school activities. The analysis of data was checked by the researcher’s 
supervisor to ensure that important points had not been missed. 
 
Overall, the researcher found the investigation into the current understanding and 
practices of teachers regarding inclusion and their own approaches to inclusive 
pedagogy to have been a personally and professionally enriching experience. 
 
5.4.2 Limitations of the study 
 
The main limitation to this study was that only one special school was used in the 
collection of data. This restriction was perhaps exacerbated by most of the 
participants’ not being adequately qualified in teaching special-needs learners, which 
could have affected the endeavour to obtain well-informed opinions about the ways in 
which teachers viewed inclusion and inclusive pedagogy. The participants volunteered 
to be part of this study without being guided by prescribed criteria about their 
qualifications, the only  stipulation being that they should be intermediate phase 
teachers. The researcher was therefore able to sample only a selection of six 
participants who could not be regarded as representative of appropriately qualified 
special-school teachers. The data garnered from the interviews about perceptions of 
the participants about the nature of inclusion and inclusive pedagogy, as well as how 
inclusivity was implemented at the school, may thus have been compromised by the 
participants’ lack of professional academic knowledge. This may be the result of 
systemic problems within a special school where schools are obliged to employ 
teachers not specifically qualified for special education. 
 
Nevertheless, this shortcoming might have been compensated for to some extent by 
the participants’ extensive experience as mainstream-qualified educators in practice. 
They were therefore still able to furnish valuable insights as experienced teachers who 
found themselves in a challenging situation of having to enact inclusivity – if not as 
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expert change agents, then as dedicated professionals. This may furthermore be 
indicative of a systemic limitation in that special schools must perforce avail 
themselves of the services of available mainstream educators since appropriately 
qualified staff for dealing with special-needs learners are in short supply. 
 
5.5 RESEARCHER BIAS 
 
At the time of conducting this study, the researcher was working at the school where 
the data was collected and therefore had previously established working relationships 
with the participants. This familiarity with one another might have been conducive to 
introducing an element of bias as explained in § 3.5.1. Even so, being aware of this 
possibility, the researcher strived to steer clear of compromising the thoroughness of 
the study by maintaining an objective stance while cooperating with the participants. 
As an additional control, the researcher communicated with the supervisor throughout 
the study about bias avoidance. 
 
The unstructured interview questions were collaboratively set by the researcher and 
the researcher’s supervisor. However, the researcher conducted the individual 
interviews with the selected participants alone. The researcher was therefore 
responsible for collecting the data, which allowed for possible limitations in the validity 
of the data-gathering process, as explored in § 3.6. The introduction of bias during the 
analysis of the data was also a possibility that the researcher had to bear in mind 
throughout. The researcher therefore not only re-checked coding approaches and 
theme formulation thoroughly for one-sidedness and tendentiousness, but also 
consulted the supervisor who checked the coding and findings. 
 
5.6 CONCLUDING REMARKS 
 
As a conclusion to the research investigation, this chapter contained a summary of the 
research, an overview of findings and conclusions, recommendations for future 
research and guidelines for better practice, consideration of strengths and limitations, 
as well as a statement about the possibility of researcher bias. 
 
In this study, the researcher endeavoured to explore and describe intermediate phase 
teachers’ perceptions of their inclusive pedagogy in a special school. After collecting 
data in which she explored the understandings and insights of the teachers about 
inclusion and inclusive pedagogy, the researcher examined the unique practices that 
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the teachers currently utilised as professionals in their field. The analysis of data 
allowed for the presentation of findings, which revealed that the teachers lacked 
specialist knowledge on implementing an inclusive pedagogical approach because of 
not having been trained or having acquired appropriate qualifications for 
accommodating the needs of special-needs learners. It was nevertheless significant 
to discover that the teachers had venturesomely developed and grew their knowledge 
through their experience by working in a special school with learners who have special 
needs. This effort on their part indicated an encouraging striving towards self- 
empowerment and change agency in spite of other constraints in their teaching that 
might have come to the fore. The initiative that they evinced boded well for the 
provision of dedicated support by assisting teachers to strengthen their qualifications 
for teaching learners with special needs at special schools. To conclude, the 
researcher therefore suggested that it would be valuable and rewarding further to 
explore the training and support teachers require when accommodating the diverse 
needs of special-needs learners and meeting the challenges encountered in inclusive 
teaching. The raison d’être for such endeavours has been aptly summed up by William 
G. Spady (as cited by Willis & Kissane, 1995, p. 2): 
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Appendix B: Example of interview transcriptions 
 























































Appendix E: Examples of consent/assent forms 
 
 
Note: Since all participants signed the same forms, only single examples are furnished here. Personal 


















Appendix F: Research permission letter from school 
 
Note: Particulars have been masked out. 
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